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The study examines the relationship between job satisfaction, principal 
leadership, financial initiatives, and induction programs as relates to teacher retention. 
The independent variables in the study were job satisfaction, principal leadership, 
financial initiatives, induction programs, and demographics (socioeconomic status, 
teacher age, ethnicity, gender, experience, and grade level assignment). The dependent 
variable was teacher retention at the elementary level. A quantitative survey was 
distributed to 84 elementary schools within a metropolitan Atlanta school system. A total 
of seven elementary schools elected to participate in the survey and 190 teachers 
responded. The responses were personally retrieved. The results of the study indicate 
that a significant relationship exists between job satisfaction, principal leadership, 
financial initiatives, and induction programs as relates to teacher retention, respectively. 
A factor analysis yielded the data explaining the variance of independent variables in 
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relation to the dependent variable. Stepwise regression analyses indicated that there are 
factors related to each independent variable that impact teacher retention. Based on the 
findings of this study, the following recommendations are made: 
1. Adopt policies that encourage and include teachers in site-based decision 
making. Empower teachers with greater influence with regard to school 
policy making as well as greater teacher autonomy in the classroom. 
2. Conduct specialized decentralized hiring training with principals and other 
site-based administrative leadership to ensure that the best hiring practices are 
being utilized, thus promoting the identification of the teacher whose attitude, 
aptitude, and willingness to commit to educating students in the chosen setting 
match the school culture or climate. 
3. Increase salaries for all teachers, develop pay scales, and offer bonuses for 
teachers who commit to working in urban school settings. 
4. Collaborate with local, state, and federal agencies, as well as public and 
private corporations to offer attractive financial incentives, particularly for 
teachers who commit to educating students in urban school settings. 
5. Encourage and require universities to develop and implement teacher 
education programs that focus on modeling and providing teachers with 
specific skills and knowledge necessary to succeed in challenging urban 
schools. 
6. Create high-quality site-based induction programs for teachers based upon 
administrative leadership assignment, staff development, and individual 
request or need. 
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Purpose of the Study 
The purpose of this study is to investigate the extent to which job satisfaction, 
principal leadership, financial initiatives, and induction programs have on teacher 
retention at the elementary level. For the purposes of this study, the researcher defines a 
teacher as a certified classroom instructor with less than or greater than one year of 
classroom teaching experience. The No Child Left Behind Act of 2001, a federal law, 
mandates that all schools will have a highly qualified teacher in each classroom by 2006, 
making teacher retention a priority. Educators must identify factors which cause teachers 
to remain in the profession, as well as factors related to attrition if the current teacher 
shortage is to be remedied. Georgia continues to pursue multiple solutions to the 
problem of balance between supply and demand of qualified teachers in the classroom, 
such as increased teacher production, aggressive marketing, alternative programs, and the 
Helping Outstanding Pupils Educationally (HOPE) Teacher Scholarship (Georgia 
Professional Standards Commission, 2003). The educational aims of the state are 
recognized by local education agencies, and thus, the metro Atlanta school district; 
hence, there is a need to examine job satisfaction, principal leadership, financial 
initiatives, and teacher induction programs in relation to teacher retention. 
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Teacher Retention - Student Achievement and Costs 
One of the primary causes of the student achievement gap that continues to 
exist in America’s public schools, inclusive of the metro Atlanta school system, is the 
lack of qualified teachers in many of the nation’s poorest urban and rural school 
districts, along with the retention of those qualified teachers, once employed. The No 
Child Left Behind Act of 200/ (NCLB), signed by President George Bush in January 
2002, provides the resources and the reforms necessary to help ensure that American 
students are afforded the opportunity to learn from a highly qualified teacher. 
However, once a highly qualified teacher is employed, the burden upon retaining the 
teacher is mostly exacted upon the state and local educational agency. Teacher 
retention affects the number of filled positions within a school, the number of 
positions that are held by unqualified personnel and the personnel costs of filling 
vacant positions (Wald, 1998). The annual recruitment and placement of entering 
teachers is a time consuming and costly burden on public school administrators, a 
burden that can be significantly reduced with increased teacher retention. Ultimately, 
high retention teacher rates directly impact student learning, help to close the 
achievement gap, and reduce other direct and indirect costs associated with teacher 
turnover and attrition. 
Metro-Atlanta/Georgia Teacher Workforce Statistics 
The metro Atlanta school system’s overall teacher retention rate for the fiscal 
years 1999-2004 was 83.74%. Georgia’s overall retention rate for the fiscal years 
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(1999-2004) was 91.23%. This constitutes a difference between Georgia and the 
metro Atlanta school system’s retention rate of 7.49%, for the years noted. Tables 1 
and 2 depict teacher workforce statistics, inclusive of beginning/ending year teacher 
employment and retention/attrition rates for the metro Atlanta school system and the 
state of Georgia, respectively, for the years (1999-2004). These schematics illustrate 
that the metro Atlanta area school system is not as progressive as the state with regard 
to the teacher retention rate. 
Table 1 
Metro Atlanta School System Teacher Retention Rates 
Year 










1999-2000 5,727 1,374 24.0% 76.0% 
2000-2001 5,890 589 10.0% 90.0% 
2001-2002 6,488 843 13.0% 87.0% 
2002-2003 6,551 976 14.9% 85.1% 
2003-2004 6,695 1,300 19.43% 80.57% 
1999-2004 Average Retention Rate: 16.27% 83.74% 
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Table 2 












1999-2000 8,8757 7,464 8.41% 91.59% 
2000-2001 9,1467 9,146 9.4% 90.6% 
2001-2002 9,4689 8,332 8.8% 91.8% 
2002-2003 8,8470 7,697 8.7% 91.3% 
2003-2004 10,3350 9,436 9.13% 90.87% 
1999-2004 Average Retention Rate: 8.89% 91.23% 
Georgia’s Highly Qualified Teacher Plan 
The metro Atlanta school system is adhering to the federal law and Georgia’s plan 
to have a highly qualified teacher in every public school classroom. Table 3 illustrates 
the status of teaching in Georgia along with the summary of identified needs. These 
identified needs help to explain why the independent variables job satisfaction, principal 
leadership, financial initiatives, and teacher induction programs were selected for 
investigation in this study. 
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Table 3 
Status of Teaching in Georgia - Summary of Identified Needs 




Needs - (Focus on Student Achievement) 
• Standards for students aligned across the educational sectors 
(e.g. K-12 and post-secondary education) 
• Standards that encourage higher levels of practice (job 
satisfaction) 
• Teacher standards linked to student standards (job satisfaction) 
• Teacher standards assessed on the basis of student performance 
Teacher Preparation and 




• Principal/administrator leadership conducted in effort to 
properly select and retain highly qualified and competent 
teachers (principal leadership) 
• Teacher preparation tied more closely to knowledge and 
teaching skills needed to ensure that all student achieve high 
academic standards (principal leadership) 
• Professional development tied to knowledge and skills 
necessary to improve student learning (principal leadership) 
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Table 3 (continued) 




Schools as Learning 
Organizations 
Needs - (Focus on Teacher Development) 
• Common criteria for evaluating effectiveness of professional 
development (principal leadership) 
Needs 
• Balance teacher supply and demand 
• Incentive pay for teaching in high need subjects and 
geographic locations; signing bonuses; loan forgiveness 
(financial initiatives) 
• Induction and mentoring programs to reduce teacher attrition 
during early years (induction programs) 
• Eliminate out-of-field teaching (job satisfaction) 
• A comprehensive database for Georgia’s teaching force 
Needs 
• Recognition for teachers who achieve positive student learning 
gains (job satisfaction and principal leadership) 
Needs 
• Time for teachers to work and learn (job satisfaction, principal 
leadership, and teacher induction programs) 
• Conditions in place to support student learning and teacher 
success (job satisfaction, principal leadership, and teacher 
induction programs) 
Source: Georgia P-16 Council, 1999 
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Teachers’ Role and Responsibilities 
Teachers have the awesome responsibility of instructing students according to the 
curriculum, as approved by the state department and the local board of education. 
Teachers agree to adhere to the policies and procedures prescribed by the federal, state, 
and local governing authorities, and to follow the rules and regulations of the school, as 
determined by the principal. An active component of the No Child Left Behind Act of 
2001 is parental involvement. Teachers are encouraged to foster a climate that 
encourages parental involvement by maintaining a cordial relationship with the home, 
parent, and community. Professional development is ongoing, and being abreast of 
current trends in the field is expected. Teachers are the cornerstone to the accountability 
piece that is crucially assessed with regard to student achievement. Teachers are 
expected to perform their duties, tasks, and assignments to the highest degree possible, 
with the understanding that each child is expected to receive a high quality education and 
learn at his/her maximum potential. When this multi-tasked dimensional profession is 
looked at in its entirety, then it can be deduced that teacher retention cannot be fully 
understood as a function of individual components because there are synergistic forces 
interacting across the system. Therefore, the complex issue of teacher retention requires 
leaders to go beyond traditional linear approaches, mechanistic thinking, and short-term 
narrow solutions, in order to make system level changes. 
The visual presentation (Figure 1) shows that the board of education influences 
the school superintendent who supervises and evaluates the deputy superintendent of 
curriculum and instruction. The deputy of curriculum and instruction oversees the senior 
associate superintendent of curriculum and instruction, who works closely with and 
g 
Weak line of control Direct line of control 
Figure 1. School System Organizational Structure 
supervises the implementation of the schools’ instructional programs. This person also 
oversees the area assistant superintendents of curriculum and instruction, who in turn, 
manage and supervise the principals under their respective assigned areas. The principals 
have assistant principals to help manage and supervise teachers. The principal, however, 
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is ultimately responsible for the management, supervision, development, and evaluation 
of teachers at the school site and the chain of command is clear and direct. 
Job Satisfaction and Teacher Retention 
The No Child Left Behind Act of 2001 mandates that educational systems employ 
highly qualified teachers in the effort to ensure that all students receive the best education 
possible. Daily interaction between teachers and students is at the center of the 
educational process. Thusly, attracting and retaining high quality teachers is a primary 
necessity for education in the United States (National Center for Education Statistics, 
1997). One step in developing a high quality faculty is understanding the factors 
associated with teaching quality and retention. One of these factors is job satisfaction, 
which has been studied widely by organizational researchers and has been linked to 
organizational commitment as well as to organizational performance (Ostroff, 1992; 
Mathieu, 1991). Satisfaction with teaching as a career is an important policy issue since 
it is associated with teacher effectiveness which ultimately affects student achievement 
(Ashton & Webb, 1986; Carnegie Task Force on Teaching, 1986). Because faculty are 
both the largest cost and the largest human capital resource of a school system, 
understanding factors that contribute to teacher satisfaction (or dissatisfaction) is essential 
to improving the information base needed to support a successful education system 
(National Center for Education Statistics, 1997). 
According to national reports, as well as state and local education agency reports, 
job satisfaction significantly impacts teacher retention. Job satisfaction is influenced by a 
great degree to the individual’s working conditions. Some noted important working 
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conditions are illustrated in Figure 2. Thus, to ensure teachers remain in the profession 
after they are hired, state and local strategies also need to focus on initiatives that 
empower teachers. In addition, these strategies should include making the workplace 
more comfortable and conducive to professional and personal development, and 
ultimately to help ensure that teachers will give the greatest care and attention to 
educating students. 
Figure 2. Factors that influence Job Satisfaction 
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Principal Leadership and Teacher Retention 
In this study, principal leadership is related to the principal’s task of using 
professional development techniques and methods to properly select a highly qualified 
teacher for employment. Hiring is one of the most powerful tools available to a principal 
with regard to directly impacting student achievement, and evaluation is imperative. It 
means developing a clear understanding of exactly what is desired or needed at the school 
site, and then being resourceful enough to gather insight and information about a 
potential candidate. Excellent principal leadership enables one to compare a potential 
teacher’s abilities and characteristics with the school’s culture and climate, thus, 
envisioning a match. As in the business world, most managers realize that creating a 
good job match between a job and a job candidate involves not only determining the 
candidate’s knowledge and skill related to the job, but also whether he/she will be a good 
personal “fit” with the job and their company (Rudder & Truelson, 1999). For school 
administrators, following this methodology strengthens the education hiring process, 
helping to promote teacher quality and retention. 
Principal leadership encompasses administrative support in form of on-site 
professional development, providing resources, establishing a reward system, and any of 
a variety of practices designed to create and foster a climate of success for neophyte and 
prophyte teachers. Becoming a proficient teacher requires much planning, preparation, 
patience, and practice. Managing a classroom, creating or following a curriculum, 
developing sound instructional strategies, accurately assessing student comprehension, 
and adjusting to student needs are very complex tasks, and teachers (old and new) need 
time and support to develop the necessary tools to be successful. For neophyte teachers 
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as well as prophtye teachers, Principals must look beyond the surface and discern the 
teacher’s true potential, and if needed, use professional development and other strategies 
to enhance teacher abilities and skills. Principals provide the support needed by creating 
the best possible master schedule, which allows teachers adequate planning time, 
administrative team guidance, peer collaboration, and other forms of professional 
development as required and needed. 
Financial Initiatives and Teacher Retention 
Researchers have found an impact of such incentives as high salaries and bonuses 
on teacher commitment and satisfaction, thus affecting teacher retention. Submitted in 
July 1999, the Georgia P-16 Council report to the citizens of Georgia stated that Georgia 
seeks to have a qualified teacher in every public school classroom by 2006. One goal set 
by the state to achieve this goal is to implement financial comprehensive changes in 
teacher recruitment. The state of Georgia and its local educational agencies are using 
monetary incentives to attract and retain highly qualified teachers. Increasing salaries has 
been and is a current practice throughout Georgia, and particularly the metro Atlanta 
school system. Another incentive being utilized by the metro Atlanta school system is 
the availability of HOPE scholarship for teachers who want to continue their education at 
the post-graduate level. The metro Atlanta school system also has a well-designed 
benefits package that makes employment fairly attractive. Signing bonuses and 
forgiveness of loans for teaching in certain subject areas or teaching in certain geographic 
locales is another financial initiative that deserves consideration with regard to increasing 
teacher retention. Once employed, opportunities for additional stipends contribute to 
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positive earning potential. Today, nearly 40% of the resources devoted to teacher 
preparation are used on individuals who never enter teaching and an additional 30% are 
used on individuals who teach fewer than five years. If these scarce resources were 
applied to the preparation of good candidates who enter the profession and remain in 
teaching more than a few years, we could expect a significant improvement in the quality 
of teacher preparation (Andrew & Schwab, 1995). To ensure that financial strategies are 
maximized, state and district agencies will need to evaluate their programs, examine the 
number of teachers recruited under the plans, retention rates, and the academic 
performance of schools and students where these teachers were hired. 
Induction Programs and Teacher Retention 
Induction is a distinct phase of a teacher’s preparation and professional 
development. It extends beyond the first year of employment and occurs in three stages: 
survival/discovery, experimentation/consolidation, and mastery/stabilization (Curran, 
2002). One reason so many new teachers leave is that teaching, as a profession, has been 
slow to develop a systematic way to induct beginners gradually into the complexities of a 
job that demands hundreds of management decisions every day. If we want to retain new 
teachers, particularly those teaching in inner-city schools, we must introduce them to the 
profession humanely, in ways that engender self-esteem, competence, collegiality, and 
professional stature (Croasmun, Hampton, & Herrmann, 2003). Ideally, a formal, 
structured induction program provides the professional and instructional support that 
teachers need, including (a) developing collaborative relationships with colleagues, 
(b) handling the demands and expectations of students, parents, and the school 
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community, and (c) providing assistance with teaching practices, instructional strategies, 
and course materials (Curran, 2002). 
The research indicates that teacher induction programs can positively impact 
teacher retention. The metro Atlanta school system implements induction programs 
based in the school and classrooms. New models, aligned with curriculum 
understanding, new teaching practices, customer service guidelines, and professional/ 
personal development are designed particularly for novice and veteran teachers. These 
models differentiate between teachers in their first job, mid-career changes, and veterans 
who have changed grade levels, subject areas, or may simply have need of the program. 
A purposefully designed induction program will provide the needed professional and 
personal support structures needed for teachers to be successful and maximize 
productivity, ultimately resulting in improved teacher/student interaction and increased 
student achievement. 
Statement of the Problem 
This study examines the effects of job satisfaction, principal leadership, financial 
initiatives, and induction programs on teacher retention. The No Child Left Behind Act 
of 2001 mandates that each school classroom have a highly qualified teacher by the year 
2006. The nation’s public school systems are handicapped by an increasing demand for 
qualified teachers (Abrahams & Curran, 2000), which justifies the need for increased 
teacher retention. Within the first five years, an estimated one-third to one-half of all 
new teachers exit the profession, nationally. Approximately 40% of new teachers resign 
during the first two years of teaching (Hope, 1999). Considering the state of Georgia, 
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those figures are approximately accurate. It is well noted that the metro Atlanta school 
system’s teacher retention rate is lower than the state’s average, a cause for concern from 
a district level perspective. Explanations for new teachers’ decisions not to stay in the 
profession include job dissatisfaction, lack of administrative support, compensation 
issues, and limited or no induction programs available. Thousands of college graduates 
are prepared each year to teach; however viewing the entire aggregate supply of prepared 
and licensed teachers oversimplifies the issue, and still does not address the issues of 
teacher quality, district or school access to qualified teachers, and longevity of 
individuals in the profession (Abrahams & Curran, 2000). Consider that teachers are the 
most valuable human resources, absolutely crucial to creating and maintaining a high- 
performing educational organization that promotes premier student achievement. 
Teachers should be thought of and treated as assets. One can properly think of the costs 
of recruiting and hiring new teachers, training and supporting them, encouraging their 
professional growth and development, and managing them sensitively and skillfully as an 
investment that will hopefully result in higher productivity with regard to student 
achievement (Owens, 2001). For states and school districts interested in addressing the 
issue of teacher supply and demand, a comprehensive strategy of recruitment and 
retention is far more effective than haphazard, piecemeal initiatives that address one 
aspect or another of teacher supply or quality (Abrahams & Curran, 2000). This study, 
therefore, endeavors to investigate the effect that job satisfaction, principal leadership, 
financial initiatives, and induction programs have on teacher retention at the elementary 
level in the metro Atlanta school system. 
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Research Questions 
This study’s research question will investigate how the selected variables (job 
satisfaction, principal leadership, financial initiatives, and induction programs) affect the 
retention of the metro Atlanta school system’s instructors in elementary school settings: 
1. Is there a significant relationship between the effect of job satisfaction on 
teacher retention within metro Atlanta’s elementary school settings? 
2. Is there a significant relationship between the effect of principal leadership on 
teacher retention within metro Atlanta’s elementary school settings? 
3. Is there a significant relationship between the effect of financial initiatives on 
teacher retention within metro Atlanta’s elementary school settings? 
4. Is there a significant relationship between the effect of induction programs on 
teacher retention within metro Atlanta’s elementary school settings? 
5. Is there a significant relationship between the effect of socioeconomic status 
on teacher retention? 
6. Is there a significant relationship between the effect of teacher age on teacher 
retention? 
7. Is there a significant relationship between the effect of teacher ethnicity on 
teacher retention? 
8. Is there a significant relationship between the effect of teacher gender on 
teacher retention? 
9. Is there a significant relationship between the effect of teacher experience on 
teacher retention? 
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10. Is there significant relationship between the effect of teacher grade level 
assignment on teacher retention? 
Significance of the Study 
The findings of this study could be beneficial to the field of education in the 
following ways: 
1. This study could contribute to the increase of knowledge in the area of teacher 
retention as related to job satisfaction. 
2. This study could contribute to the increase of knowledge in the area of teacher 
retention as related to principal leadership. 
3. This study could contribute to the increase of knowledge in the area of teacher 
retention as related to financial initiatives. 
4. This study could contribute to the increase of knowledge in the area of teacher 
retention as related to induction programs. 
5. This study could contribute to the increase of knowledge in the area of teacher 
retention as related to demographics (socioeconomic status, teacher age, 
ethnicity, gender, experience, and grade level assignment). 
6. This study could be used as a resource in providing data to be used in the 
planning and implementation of teacher retention strategies, particularly at the 
district level. 
7. This study could be used in further studies focusing on the areas of teacher job 
satisfaction, principal leadership, financial initiatives, induction programs and 
teacher retention. 
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8. The results of the study could provide useful information to school systems 
about the affect of job satisfaction on teacher retention at the elementary level. 
9. The results of the study could provide useful information to school systems 
about the affect of principal leadership on teacher retention at the elementary 
level. 
10. The results of the study could provide useful information to school systems 
about the affect of financial initiatives on teacher retention at the elementary 
level. 
11. The results of the study could provide useful information to school systems 
about the affect of induction programs on teacher retention at the elementary 
level. 
12. The results of the study could provide useful information to school systems 
about the affect of demographics (socioeconomic status, teacher age, 
ethnicity, gender, experience, and grade level assignment) on teacher retention 
at the elementary level. 
Summary 
This chapter introduced the topic for research. Moreover, this chapter gave an 
overview of the conceptuality for proactive teacher retention initiatives, in relation to job 
satisfaction, principal leadership, financial initiatives, and induction programs. A 
statement of the problem was given, research questions identified, and the significance of 
the study was outlined. Information addressed in this chapter constructs the basis for 
Chapter II, which presents a review of the research literature in relation to the affect that 
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job satisfaction, principal leadership, financial initiatives, and induction programs have 
on teacher retention. 
CHAPTER II 
REVIEW OF THE CURRENT LITERATURE 
The intent of this chapter is to review educational research and literature that is 
related to selected variables affecting teacher retention. These include job satisfaction, 
principal leadership, financial initiatives, and induction programs. The literature is 
reviewed under the following headings: Metro Atlanta Educational Analysis, National 
Educational Analysis, Job Satisfaction, Principal Leadership, Financial Initiatives, and 
Induction Programs. 
Metro Atlanta Educational Analysis 
Based upon statistical studies conducted within the past decade, urban school 
systems have experienced a sharp increase in teacher shortages/tumovers, perhaps related 
to, but not limited to job dissatisfaction. In Georgia, the metro Atlanta school system can 
be cited as an educational district in which this forecast is constant. This problem is 
further compounded by the ever-increasing growth in student population. The 2000 
census reported the metro Atlanta county population at approximately 665,865 
individuals. Other statistics, in accordance with the county’s economical study (2001), as 
per the office of the Chief Executive Officer (CEO), are as follows: 
1. Average Household Income - $41,684 
2. Unemployment Rate - 3.5% 
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3. Service employment is the largest employment sector, providing 31% of the 
jobs in the county. 
4. County's Top Five Largest Employers—Emory University, metro Atlanta 
County School System, Metro Atlanta County Government, General Motors 
(Doraville), Internal Revenue Service 
A brief historical/current review of the state and county demographics will give 
more insight into the county’s urban makeup and teacher shortage situation. A 
“statement of need” report revealed that Georgia had 1.35 million K-12 students and 
61,000 additional pre-K students enrolled in Georgia public and private schools (Georgia 
P-16 Council, 1999). Moreover, enrollment growth in Georgia’s public schools is 
increasing at a faster rate (17%) than average increases in the United States (12%) and 
Southern Regional Education Board (SREB) states (12%) (Georgia P-16 Council, 1999). 
Metro Atlanta schools experienced explosive growth in the 1950s, with 13 new schools 
dedicated in 1955 and another 34 dedicated between 1956 and 1958. Such rapid growth 
meant intensive community support. The 1960s brought a severe teacher shortage, 
mounting enrollments and increasing desegregation turmoil. The metro Atlanta school 
system’s county was growing rapidly, and in particular, the African-American population 
was experiencing exponential growth. By the mid-1980s the county population was 65% 
African American, and the school system struggled to keep the schools diverse. African- 
American families were moving into the district’s south area, and north metro Atlanta 
continued to attract white families. As a result of these housing patterns, the school 
system was becoming re-segregated. 
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In the early 1990s, student enrollment began to rise again, and continued to grow. 
As of the Fiscal Year 2003, metro Atlanta has over 103,000 students. With new housing 
increasing in the rural areas of south and east metro Atlanta, with houses going up on 
every vacant lot in established neighborhoods, and with new international families 
settling in central metro Atlanta, it is expected that more than 2,000 children will enter 
metro Atlanta schools yearly. According to the Georgia State Department of Education, 
this trend is expected to continue for at least the next five years. This projected 2000 
student increase per year, coupled with a current teacher turnover rate in metro Atlanta 
County of 10% per year, amounts to an average of 600 teachers per year that metro 
Atlanta must hire. These figures show the need for increased and improved job 
satisfaction, principal leadership, financial initiatives, and induction programs. 
Yearly, the metro Atlanta school system seeks to aggressively recruit the most 
competent and qualified teachers for employment. Teachers are recruited at the neophyte 
level - recent college graduate, and at the prophyte level—prior experience within and 
outside the state of Georgia. 
The Status Report-2001 presents a profile of Georgia’s teaching workforce with 
regards to demographics, teacher demand, and teacher supply. This is a publication of 
the state’s Division for Educator Workforce Research and Development (EWRAD), a 
subsidiary of the Georgia Professional Standards Commission (PSC). The report 
forecasts projections of Georgia’s teacher supply and demand for the period (2002-2011). 
In Fiscal Year (FY) 2001, Georgia’s public educator workforce numbered 
110,784 with 94,689 teachers. The educator workforce has been growing annually at a 
rate of about 3% since FY 97. If current growth trends continue, Georgia will employ 
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over 108,000 teachers in FY 06 and over 125,000 in FY 11. In FY 01, Georgia hired 
11,817 teachers. Of this total, 8,595 were hired to replace teachers who exited the FY 00 
workforce and 3,222 to accommodate growth of student enrollment and other demand 
increases. Retirement counts increased annually from FY98 through F Y 00, and the 
increasing trend is likely to continue for at least five more years. Over 8,000 of the FY 
01 educators were over 55 years old, and nearly 10,000 had over 25 years of experience. 
The metropolitan Atlanta area, including such school districts as Atlanta, Clayton, 
Cobb, Dekalb, Fulton, and Gwinnett, employs 36% of all Georgia’s teachers and 42% of 
the new hires, and it continues to grow. The teacher turnover rate is also highest in the 
metropolitan Atlanta area. It has been determined that one of every nine Metropolitan 
teachers exited the workforce in FY00. Teacher attrition from the FY00 Georgia 
teaching workforce was 9.4%, the highest turnover rate in a decade. Due to a declining 
economy, this percentage rate is projected to decline. Further research revealed that 
relocation and better working conditions helped to account for a high percentage of 
teacher attrition. Annually, approximately 4% of Georgia’s teachers relocate from one 
system to another. Teachers in low-performing schools are more likely to relocate to 
other systems than are teachers in high-performing schools. 
The attrition rate of new teachers entering the workforce in FY 00 increased to 
15%, up from 11% for FY 99 beginning Georgia teachers. However, 1 of every 5 high 
school teachers who began their teaching career in Georgia in FY 00 left the workforce 
after their first year. Exact results with regard to inner city school teacher attrition in 
Georgia were not available. 
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The majority of the beginning teachers in the metro Atlanta school system for the 
FY (2003-2004) were between 25-29 years old (32.9%). African Americans represented 
the largest percentage of beginning teachers (52.2%). The majority of teachers (80.57%) 
planned to return to their teaching positions for 2003-2004. 
National Educational Analysis Relating to Teacher Retention 
Unfavorable political, economical, cultural, and overall societal conditions have 
cast school districts, and particularly urban city schools into a state of chaos and crisis. 
The pool of applicants for qualified educators is reaching a critical state of diminishing 
supply, thus making teacher retention paramount. Within a period of three years, 20% of 
newly hired teachers opt out of the educational career field, and with regard to urban 
districts, an astounding 50% of neophyte instructors exit the system by their fifth year. 
Where as many persons, agencies, and corporations concentrate their efforts on how to 
better allocate funding and resources to inner city schools, the nation is coming to grip 
with the alarming reality that America’s educational system may be facing an even 
greater dilemma—the shortage of qualified teachers, particularly in urban school systems. 
Contemporary educational theory holds that the shortage of teachers is primarily due to 
recent increases in teacher retirements and student enrollments (Ingersoll, 2001). Further 
research reveals that additional factors such as reduced class sizes, poor teacher induction 
programs, low salaries, low professional input, increasing health hazards, heightened job 
insecurity, and overall job dissatisfaction have contributed greatly to the demise of a 
healthy national instructional workforce. A definite result of these factors is a historically 
high teacher turnover rate. Even worse is the projection that by the year 2012, fewer 
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candidates will choose to enter the field of education to supply the nation’s demand for 
teachers, and in spite of this forecast, the No Child Left Behind Act of 2001 mandates 
that by the year 2006, each school classroom shall have a highly qualified teacher. 
Concern over shortages has provided the impetus for empirical research on 
teacher supply and demand; in particular, over the past two decades a substantial body of 
empirical analysis has focused on teacher turnover—the departure of teachers from their 
teaching jobs (e.g., Grissmer & Kirby, 1987, 1992, 1997; Heyns, 1998; Mumane, 1981, 
1987; Mumane, Singer, & Willett, 1998). By 2008, public school enrollment will 
exceed 54 million, an increase of nearly 2 million children over today; enrollment in 
elementary schools is expected to increase by 17% and in high schools by 26% (National 
Center for Education Statistics: Projections of Educational Statistics, 2008). The 
predicted need for teacher employment will catapult well above 2.4 million, due to 
factors such as teacher dissatisfaction, retirement, burnout, and overwhelming student 
enrollment. Moreover, this figure will increase to an estimated 2.7 million once class- 
size reduction is factored into the educational equation. These projections are based on 
the National Center for Educational Statistics (NCES) studies, which indicate annually 
that an estimated 6% of the nation’s teaching force leaves the profession and more than 
7% change schools. Within a period of three years, 20% of newly hired teachers opt out 
of the career field, and with regard to urban districts, an astounding 50% of neophyte 
instructors exit the system by their fifth year. These statistics indicate that urban school 
areas will encounter the greatest shortages and, perhaps, the greatest needs, with respect 
to teacher employment. On a national level, 42% of U.S. schools have no minority 
teachers. Research confirms that minority students make up 33% of enrollment in U.S. 
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public schools, while the total of minority teachers reaches just 13.5%, by the early 21st 
century, the percentage of minority teachers is expected to shrink to an all-time low of 
5%, while 41% of American students will be minorities (National Center for Education 
Statistics Digest of Education Statistics, 1998). These minority students, mostly African 
Americans and Latinos, live mainly in large metropolitan cities. A 1996 U.S. 
Department of Education study acknowledged that African American and Latino children 
comprised 76% of inner city school enrollment. This should come as no surprise, given 
that most residents of large cities are minorities. An estimated 29% of the nation’s 
population inhabited central cities, according to the 1990 census. Since then, that figure 
has grown, undoubtedly. The quoted statistics are despairingly mind-staggering. 
Nationally, 42% of urban students are eligible to receive subsidized school lunches, and 
40% attend school defined by the U.S. Department of Education as high-poverty schools, 
in which more than 40% of students receive free or reduced-price lunch (Anyon, 1997). 
A 1996 study by the U. S. Department of Education disclosed a striking contradiction, 
citing that only 10% of suburban students and 25% of rural students attend grossly 
impoverished schools. If present trends continue, the United States will, in 25 years, 
have a majority of “minority” students in its public schools, enrolling most of the black 
and Hispanic students in the large cities, with more than half of them living in poverty 
(Orfield 1993; see also CGCS 1994b, xii, 3-4). Despite bleak forecasts and irrefutable 
needs, school districts, particularly urban city school districts are disproportionately 
funded. Blended and bombarded with other unfavorable conditions, there is little wonder 
that an alarming number of teachers succumb to the inadequacies of inner city school 
environments and leave the world of education, altogether. With a new federal mandate 
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that all classrooms have “highly qualified” teachers by 2006, policy makers are shifting 
their focus from simply broadening the pool of people who enter teaching to figuring out 
ways to keep those who do (Mezzacappa, 2003). To ensure that all students are taught by 
high quality teachers, policymakers and education leaders in every state will need to 
carefully examine the complex factors that both challenge and support the recruitment 
and retention of the teaching workforce. 
Job Satisfaction 
Craig Mertler (2001) researched the current state of teacher motivation and 
job satisfaction, examining the level of overall job satisfaction, whether or not 
teachers would choose their career again if starting over in a new career, the extent to 
which teachers in general are motivated, and how many teachers they knew or 
worked with were unmotivated. This study built upon the researcher’s previous 
study. This study’s web-based survey was completed by 969 elementary, middle, and 
high school teachers. Results of the survey were summarized for the total group 
(N=969), as well as by demographic subgroups. Subgroup comparisons were 
accomplished using chi-square analyses (x=.05). It should be noted that the 
respondents consisted primarily of female teachers (80%). The vast majority of 
teachers responding were Caucasian (92%), followed by Asian Americans (2%), 
Hispanic Americans (2%), and African Americans (1%). The median age represented 
by these teachers fell into the category of 41 to 45 years of age. The median years of 
teaching experience was 11 to 15 years. Nearly half (47%) of the teachers were 
currently teaching in suburban settings, followed by 30% in rural settings and 23% in 
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urban settings. Finally, the majority (46%) of responding teachers were teaching at 
the senior high school level, followed by 28% at the middle school level and 26% at 
the elementary level, respectively. Job satisfaction in the study was defined in terms 
of recognition and responsibility, work itself, administrative support, collegiality, 
salary, safety, organizational structural impact, and student support, and responses 
were measured using a 6 point Likert Scale (from highly unmotivating to highly 
motivating). The study’s research question #1 stated, What is your overall level of 
satisfaction with your job as a teacher? The findings were: 
1. Slightly more than three-fourths (77%) of the teachers responding to the 
survey indicated that they were satisfied with their jobs as teachers. There 
was no significant difference in the reported levels of job satisfaction 
between females and males, x2 (1, N=951 ) = 3.65, p=.06, with 75% of 
females and 82% of males reporting satisfaction with their jobs 
2. There was no significant difference in the distribution of responses for job 
satisfaction based on ethnicity of respondent, x2 (4, N=940) =4.15, p=.39. 
3. There was a statistically significant difference in the distribution of 
responses for job satisfaction based on the age of the respondent, x2 (7, 
N=957) =24.63, p<.01. Percentage of satisfied teachers in the age range 
from 26-30 years (n=103 or 87%) and those 56 years or older (n=44 or 
86%) were substantially greater than the overall value of 77%. 
Additionally, the percentage of teachers in the range of 31-35 years who 
indicated satisfaction with their jobs was substantially lower at 61% 
(n=63). 
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4. There was a significant difference in the distribution of responses for job 
satisfaction based on the number of years of teacher experience. The 
percentage of teachers with experience in the range of 6-10 years who 
indicated satisfaction with their jobs was substantially lower at 69% 
(n=121). 
5. There was no significant difference in reported job satisfaction between 
teachers in different school settings, x (2, N=955) =4.24, p=.12 Urban 
teachers (n=158 or 72%), suburban teachers (n=348 or 78%), and rural 
teachers (n=227 or 79%) reported very similar levels of satisfaction. 
6. There was not a significant difference in reported job satisfaction between 
teachers at different school levels, x2 (2, N=955) =5/03, p=.08. 
Elementary teachers (n=183 or 74%), middle/junior high teachers (n=217 
or 82%), and high school teachers (n=332 or 77%) also reported very 
similar levels of job satisfaction. 
The teacher satisfaction job percentage in this study (77%) is similar to that of 
previous studies (Mertler, 1992; Sweeney, 1981). Although not statistically 
significant—and somewhat contradictory to previous findings—males reported a 
higher level of job satisfaction than did females. Teachers in the middle of their 
careers were least satisfied with their jobs, in comparison to teachers at the beginning 
or end of their careers. It can be concluded from this study that teachers are generally 
satisfied with their job. 
A report to Governor Mike Easley on the 2004 North Carolina Teacher 
Working Conditions Survey yielded significant data with regard to how teacher 
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working conditions affect job satisfaction and thus, impact teacher retention. 
According to the report, while teachers expressed that time and empowerment were 
central in their abilities to help students learn, a collegial atmosphere (35%) led by a 
principal with a strong instructional emphasis (27%) mattered most in teachers 
decisions about whether or not to stay in the school in which they work. The 
remaining factors of consideration were: Time (13%), Empowerment (11%), 
Facilities and Resources (11%), and Professional Development (4%). There are 
significant connections between four out of the five working conditions and teacher 
retention (Table 4). The connections with the other working conditions domains were 
statistically significant, albeit at lower levels than expected, especially when 
compared to other critical factors. Higher attrition rates occur in schools that serve 
poor and minority students and have a greater proportion of under-prepared teachers. 
The scope of this report is limited in that the model and factors considered in 
this report only account for a small proportion of the variance in job satisfaction as a 
prime determinant of teacher retention. However, the reported data implies that 
ultimately, teachers value school settings where they are not isolated and have 
leadership that supports their efforts. This increases job satisfaction, and thus, 
positively impacts teacher retention. 
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Table 4 
Correlations of Working Conditions with Teacher Retention 
Correlations of Working Conditions with Teacher Retention 
3-Year Average Retention Retention for 2003-04 
Time -.020 -.017 
Empowerment .143** .135** 
Facilities and Resources 147* * .126** 
Leadership .146** .134** 
Professional Development .107** .136** 
% Eligible for Free and 
Reduced Lunch -.307** _190** 
% of Non-white students -.386** -.272** 
% of fully licensed teachers .438** .436** 
3-Year Retention .737** 
**Statistically significant at the .01 level (2-tailed) Source Southeast Center (2004) 
Note: The closer to one (or negative one), the greater the connection between the two 
items 
Andre Bishay conducted research (1996) at the Bronx High School of Science 
in New York City, New York, to determine factors that heavily affect teacher 
motivation and job satisfaction. The survey was inclusive of 50 teachers at the site. 
A sample of 12 teachers was then studied using the Experience Sampling Method 
(ESM), which involves the use of an electronic device to randomly page the subject 
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several times a day. The Experience Sampling Method thus provides a more richly 
detailed picture of the day-to-day lives and emotions of participants than conventional 
surveys (Bishay, 1996). A conventional survey, consisting of 50 items was used with 
the other 38 subjects, for the purpose of determining whether certain personal 
characteristics or activities would affect opinions about teaching. Overall results 
from the study yielded the findings that job satisfaction and motivation correlated 
significantly with responsibility levels, gender, subject, age, years of teaching 
experience, and activity (Bishay, 1996). Furthermore, for this group of teachers 
sampled who work in a school with a selective student body, overall motivation and 
job satisfaction levels were high—gratification of higher-order needs was determined 
to be most important for job satisfaction. Bishay’s work is supported by earlier 
studies. 
Many factors have been examined in an attempt to find which ones promote 
teacher motivation. Pay incentives have been found to be unsuccessful in increasing 
motivation. In their study of 167 teachers, Sylvia and Hutchinson (1985) concluded that 
teacher motivation is based in the freedom to try new ideas, achievement of appropriate 
responsibility levels, and intrinsic work elements. Based upon our findings, schemes 
such as merit pay were predicted to be counterproductive. They explain that true job 
satisfaction is derived from the gratification of higher-order needs, social relations, 
esteem, and actualization, rather than lower-order needs. Indeed Rothman (1981) 
contrasts the security and financial motives for entering teaching during the depression 
years with present-day idealistic and intellectual convictions, especially because other 
professions pay equally well or better. The conclusion of Greenwood and Soars (1973) 
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was that less lecturing by teachers and more classroom discussion relates positively to 
teacher morale and further supports the importance of higher-order needs. 
The differences between male and female responses in Bishay’s study were 
evident in both the ESM and conventional survey results. However, the importance of 
classroom experience in teacher satisfaction confirms the conclusion that the gratification 
of higher-order needs is most important. Teachers, especially younger ones, also 
reported that they were not satisfied with their incomes. These results warrant a 
reexamination of the merits of pay incentives as a means for improving teacher 
motivation. Although satisfaction seems to be more associated with personal factors, the 
influence of environmental factors cannot be ruled out. It may be necessary to deeply 
explore questions related to esteem and support networks, as they relate to identifying 
higher-order educational professional needs—perhaps conducting intense research on 
gauging the effects of media reporting, external perceptions, and family/community/ 
leisurely involvement on teacher morale. 
Michael D. Wright (1985), working with the International Technology Education 
Association, conducted a study to determine the probable causes associated with 
technology education teacher retention. The term “technology teacher” was used as a 
generic term to mean industrial arts, industrial education, industrial technology, 
technology education and related fields. Wright based his study upon the premise that 
research has established a relationship between teacher satisfaction, student achievement, 
and teacher retention. A questionnaire was developed which listed twelve possible 
causes and solutions for teacher retention. Wright interviewed technology teachers using 
the Minnesota Satisfaction Questionnaire survey, to determine if relationships existed 
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between esteem, autonomy, job satisfaction, and the intention to quit teaching. It was 
determined that teachers’ overall job satisfaction was positively correlated with the 
perceived amount of esteem and negatively correlated with the intention to leave the 
teaching profession. The study also indicated that teachers in small schools have more 
self-esteem, but lower salaries, than teachers in medium or large schools. A significant 
finding from Wright’s study was that neither actual salary nor the teacher’s satisfaction 
with salary was related to attrition. Implications of the study would suggest that teacher 
perceptions of working conditions are perhaps more important than “actual” conditions in 
affecting job satisfaction, and ultimately—teacher retention. 
The Georgia Professional Standards Commission conducted a Georgia teacher 
retention study in 2001. The purpose of the Phase I report was to determine the factors 
that cause teachers across the state of Georgia to make the decision to resign from the 
classroom or from teaching in Georgia. Central to the purpose of this study was the idea 
of obtaining teachers’ personal thoughts regarding attrition and retention in the state of 
Georgia. One objective of the Georgia Educator Retention Study was to obtain a 
representative sample of all Georgia teachers in grades Pre K-12. To accomplish this 
objective, 11 sites were selected across the state of Georgia to represent the geographic 
distribution of teachers throughout the state. Factors under analysis in Phase I of the 
study included the work environment, incentives, compensation, and out-of-field 
teaching. Phase II of the study examined real-time teaching. Phase III examined the 
impact of administrative support, professional development, and mentor and peer support 
on teachers’ decisions to stay in or leave the teaching profession. The concerns of 
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Georgia’s current educator workforce, as evidenced in survey and focus group responses, 
resulted in the following implications for recruitment and retention: 
• Without improving the work environment of teachers (in particular, student 
discipline, administrative support, parental involvement, and resources 
availability), current teachers will continue to experience frustration, and 
become dissatisfied and burned out, thus leading to resignation from the field. 
• Without a high level of job satisfaction, teachers are increasingly likely to 
leave teaching and are less likely to encourage others to enter the field. 
• Without adequate measures to increase teacher retention, enormous teacher 
turnover costs will continue to be incurred. 
• Without benefits or incentives to enter into and remain in teaching, the current 
teacher shortage will continue due to a lack of interest in a field that pays less 
than occupations that require similar levels of education. 
• Without real-world teaching experiences that require classroom management 
skills, pre-service teachers, upon entering the education workforce, will be 
more inclined to leave teaching due to the inability to handle everyday 
situations and stressors. 
Recommendations such as higher salaries, better fringe benefits, effective discipline 
procedures, decreased class size, and paperwork reduction were based on participants’ 
responses to survey questions and their discussions during focus group sessions. All 
suggestions were related to intrinsic or extrinsic factors which impacted job satisfaction 
and thus, teacher retention. 
36 
Edward Liu’s (2005) research sought to examine the extent to which the hiring 
process influences new teachers’ job satisfaction and the fit between new teachers and 
their schools. Liu’s assumption was that a new teacher’s effectiveness depends not only 
on general qualifications but also on the fit between particular skills, knowledge, and 
dispositions, and the teaching position to be filled. These qualifications have 
implications for job satisfaction and retention. The study sample consisted of 486 first- 
year and second-year, K-12 public school teachers (excluding Arts and Physical 
Education) from four states: California, Florida, Massachusetts, and Michigan. An 85- 
item survey, derived from the NCES School and Staffing Survey (1999-2000) and the 
hiring and questionnaire-design literatures (Rea & Parker, 1997) was administered to the 
teachers. In testing for how good is the fit between new teachers, their schools and 
teaching positions, it was determined that new teachers in the pooled group of Michigan 
reported a higher degree of fit than new teachers in the other three states, which in turn is 
a good indicator of increased job satisfaction and teacher retention (Liu, 2005). Another 
noteworthy side finding in this study was that new teachers in high socioeconomic status 
schools, on average, were more satisfied with their jobs than new teachers in low 
socioeconomic status schools. The proper job “fit” insinuates that the teacher has the 
appropriate balance and interaction between intrinsic and extrinsic factors such as 
administrative support, resource availability, safety, decision making and student 
commitment that help to promote healthy job satisfaction and the derivative thereof— 
increased teacher retention. 
Tim Burke (2001), CEO of Quest, a technology consulting and management 
company based in Sacramento, California has had trouble finding the right people for 
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jobs, asserting that although everyone seemed qualified when hired, the company had a 
number of misfits consistently, and furthermore—some of our biggest challenges have 
been when we’ve hired a person who is not right for the job (Bates, 2002). Education has 
been characterized as the profession that “eats its young,” in that attrition removes many 
promising younger educators (Minarik, Perreault, & Thornton, 2003). Tim Burke (2001) 
draws a parallel human resources scientifically-based paradigm between attrition, 
satisfaction, and job fit, by utilizing personality tests to help screen job applicants for 
attributes that will help determine the degree to which a person would be competent on 
the job. In 2001, Burke began using a personality test to help screen job candidates for 
attributes that would help them succeed in a position, and since then, the company has 
had significant improvement in matching applicants with jobs (Bates, 2002). No one has 
hard statistics about how many employers test job applicants’ personalities, but as the 
economy tightens and employers focus on a lean workforce—and in the case of 
education, highly qualified teachers—personality tests may become a more useful tool in 
helping to determine an applicant’s fit with a specific job. Burke’s initiative of using 
personality tests to determine job fit can be viewed as having a possible connection with 
Herzberg’s and Maslow’s behavioral theories. 
Frederick Herzberg (1959) proposed theories about job motivating factors. 
Herzberg constructed a two-dimensional paradigm of factors affecting people’s attitudes 
about work, concluding that such factors as company policy, supervision, interpersonal 
relations, working conditions, and salary are hygiene factors rather than motivators 
(Gawel, 1997). He determined from data that the motivators were elements that enriched 
a person’s job; he found five factors in particular that were strong determiners of job 
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satisfaction: achievement, recognition, the work itself, responsibility, and advancement 
(Gawel, 1997). These motivators (satisfiers - what a person does) were associated with 
long-term positive effects in job performance while the hygiene factors (dissatisfiers— 
situation in which the person does) consistently produced only short-term changes in job 
attitudes and performance, which quickly fell back to its previous level (Gawel, 1997). 
In 1954, Abraham Maslow first published “Motivation and Personality,” 
which introduced his theory about how people satisfy various personal needs in the 
context of their work (Gawel, 1997). Prior to Maslow, researchers generally focused 
separately on such factors as biology, achievement, or power to explain what 
energizes, directs, and sustains human behavior (Huitt, 2004). Maslow postulated, 
based on his observations as a humanistic psychologist, that there is a general pattern 
of needs recognition and satisfaction that people follow in generally the same 
sequence, and that people could not recognize or pursue the next higher need in the 
hierarchy until his/her currently recognized need was substantially or completely 
satisfied, a concept called prepotency (Gawel, 1997). Maslow’s human hierarchy of 
needs follows this order from lowest (1) to highest (8) (Table 5). Within the realm of 
education, as a person advances, it is proposed that the employer supply or provide 
opportunities to satisfy human needs higher on Maslow’s hierarchal structure. 
In a final rationale, although Herzberg’s paradigm of hygiene and motivating 
factors and Maslow’s hierarchy of needs may still have broad applicability in the 
business world, at least one aspect of each, salary as a hygiene factor (Herzberg) and 
esteem as a lower order need than self-actualization (Maslow) does not seem to hold 
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Table 5 
Maslow ’s Hierarchy of Needs 
1. Physiological Hunger, thirst, bodily comforts, etc. 
2. Safety/Security Out of danger 
3. Belongingness and Love Affiliate with others, be accepted 
4. Esteem To achieve, be competent, gain approval 
and recognition 
5. Cognitive Need to know, to understand, and explore 
6. Aesthetic Symmetry, order, and beauty 
7. Self-Actualization To find self-fulfillment and realize one’s 
potential 
8. Transcendence To connect to something beyond the ego 
or to help others find self-fulfillment and 
Source: (Huitt, 2004) 
realize their potential 
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in the case of elementary and secondary school teachers—which may begin to explain 
why good teachers are being lost to other, higher paying positions and to help 
administrators focus more closely on the esteem needs of teachers, individually and 
collectively (Gawel, 1997). 
Principal Leadership 
Palermo (2002) conducted a study to develop a grounded theory that described the 
practices elementary principals use in influencing new teachers to remain in education. 
This study involved the collection of data through a survey issued to elementary new 
teachers in the selected school division between the years of 1997 through 2000, as well 
as through interviews, shadowing opportunities, and documents. Eleven new teachers, 
representing experiences with 13 principals in 11 schools, and 3 elementary principals 
were the participants in this study. The overall grounded theory that emerged from this 
study was that elementary principals who create a climate of trust, of mutual respect, and 
of service to children within a school have teachers who state they feel successful, 
valued, safe, loyal, and professional, and want to and expect to continue teaching. New 
teachers reported on three areas: support, communication, and first year success stories 
that created their sense of success, value, safety, loyalty, and professionalism. Principals 
stated they employed a variety of practices to create the climate identified by the new 
teachers. They established and maintained an open door policy, positive communication, 
and support structures. They provided opportunities for teachers to participate in 
decision making and professional growth opportunities. They encouraged and expected 
peer collaboration and child-centered instruction and behavior program. 
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The purpose of William A. Harst’s (1997) study was to examine major factors 
used to select successful candidates for elementary teaching positions in Pennsylvania’s 
Class H through IV public elementary schools. A survey, sent to 497 of 501 school 
districts, was used to assess the principals’ attitude toward issues related to employment 
practices to determine if there was a need for increased levels of training for principals 
involved in the selection process, and to investigate what experience levels were present 
among them (Harst, 1997). A frequency distribution of the responses to each item on the 
survey was analyzed in relation to the demographic variables of the principals’ ages, their 
years of experience as a principal, and the size of the district in which they are employed 
(Harst, 1997). The data analysis results indicated that most elementary principals have 
little or no formal training in employment practices; and rate prior teaching experience, 
experience as a substitute, good interviewing skills, the student teaching grade, and the 
student’s personal portfolio, in rank order, as important characteristics for potential 
candidates (Harst, 1997). 
Papa, Landford, and Wyckoff (2003) conducted research to explore three aspects 
of the role of principals in teacher hiring: 
• The process and structure of teacher hiring 
• The attributes and qualifications sought in teachers, and 
• The ways in which the qualifications of teachers varies with respect to 
attributes of the hiring process and of principals 
The study employed data collected from a survey of New York State principals inquiring 
about the hiring practices of public school teachers. The survey instrument was based on 
the review of the literature with particular attention paid to the results of an analysis by 
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Strauss (2000) and field-testing of the draft instrument. The survey instrument consisted 
of 102 multiple choice and 5 short answer questions. The sample consisted of 1,208 
schools, which varied by region, urbanicity, and grade level. Overall, there were 254 
respondents. In an effort to identify any meaningful response bias, differences between 
various individual and school attributes of survey respondents were compared to those of 
non-respondents; each of the resulting differences were small and statistically 
insignificant at the p=0.10 level. The research findings revealed: 
• Principals of urban and low-performing schools have less autonomy than do 
their suburban and rural counterparts 
• The socioeconomic status of students in urban and low-performing schools 
is reported to provide a greater obstacle to hiring teachers than compensation. 
There is great variation in the level of importance of various attributes/qualification of 
prospective teachers within urbanicity categories. These results add to the mounting 
evidence that suggests urban and low-performing schools are disadvantaged with respect 
to their ability to attract and retain highly qualified teachers. It should be noted that these 
findings reflect the views of principals. 
Financial Initiatives 
Using state-level data sets, Reichardt (2003) examined whether the Douglas 
County School District, Colorado, had a higher teacher retention rate overall and for 
qualified teachers, and whether new teachers are more qualified than their counterparts in 
other districts in Colorado with traditional pay systems. The research revealed that 
Douglas County had a higher retention rate than would be expected given the 
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characteristics of its teacher workforce, working conditions, and opportunities outside of 
the school district. This suggests that Douglas County’s alternative pay system may be 
responsible for a decrease in the district’s attrition rate. This difference in attrition rates 
translates to retaining 40 teachers between 1999-00 and 2000-01 in a district that employs 
2,600 teachers. For 1999-00 and 2000-01, the overall attrition rate in comparable 
districts was 7.9%, where Douglas County reported 6.8%. For 2000-01, the overall 
attrition rate in comparable districts was 7.6%, where Douglas County reported 5.8%. 
The decrease in attrition is associated with an alternative pay system that consumes only 
a small proportion (about 1.5%) of the total instructional salary expenditures in the 
district. These results suggest that the alternative pay system in Douglas County helps 
the district retain qualified teachers, but does not help the district attract qualified 
teachers. 
A literature review suggested many factors influence teacher retention. Among 
these are: demographics, work environment, compensation factors, teacher age, gender, 
administrative support, classroom autonomy, collegiality, mentoring, salaries and benefits 
contribute to teacher retention; the reward structure and extent of opportunities for 
teacher development and promotion, the degree of teamwork or conflict among staff, the 
level of support provided to teachers by administrators, and the degree of teacher input 
into and influence over classroom and school policies. Neel, Stephens, and Stewart 
(2001) investigated to find the extent of these factors on teacher retention. A total of 209 
teachers were invited to attend 11 focus groups throughout a southeastern state. Teachers 
were selected as a judgment sample to be a representative of the state in age, experience, 
gender and ethnicity. This invitation was accepted by 153 teachers. A questionnaire was 
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given to the 153 teachers attending 11 focus groups before any other discussion in the 
focus groups. Teachers were asked why they entered the teaching profession, what they 
were satisfied and dissatisfied with in their current positions, what factors might cause 
them to leave the teaching profession, and what factors might improve teacher retention. 
Frequencies and proportions of responses were analyzed by logistic regression and by 
multivariate analysis of variance. When asked what factors might improve teacher 
retention, over 90% of the respondents indicated higher salaries, more effective student 
discipline procedures, better fringe benefits, decreased class size, safer school 
environment, provision of teachers with more authority in the school and in their own 
classrooms, and provision of better resources, equipment, and more materials for 
classroom use. In discussion, although teachers report being attracted to the teaching 
profession by altruistic reasons such as a desire to work with and help young people, as 
the reality of the classroom becomes evident, they list more mundane reasons for leaving 
such as salary, working conditions, classroom discipline problems, support from parents, 
and lack of support from administration. 
Hasan and Cavalluzzo (2004) used the Office of Wage and Salary Administration 
data from a large urban school district (1990-91 and 2000-01), and the Annualized Cost 
of Leaving (ACOL) model, a framework developed by military manpower analysts, to 
examine the determinants of teacher retention and to assess whether differences in 
earnings opportunities can explain attrition of math and science teachers. From 1996-97 
and 2000-01, information from a database of school attributes maintained by the state 
was also used. To estimate the effect of compensation on turnover, a standard logit 
regression model was applied. This model estimates a nonlinear relationship between the 
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explanatory variables and the probability of leaving the district. Pay elasticity was used 
to express the relationship between changes in compensation and changes in turnover. 
The pay elasticity of teacher turnover measures the percent change in turnover associated 
with a 1%, across-the-board increase in teacher pay. The results of the study indicated 
that over the 1990-91 to 2000-01, a 1%, across-the-board increase in teacher pay 
decreased turnover by 0.7%. With a turnover rate of 6.54%, it was predicted that this 
increase in teacher compensation would lower turnover slightly, to about 6.50%. While 
this effect is statistically significant, it is relatively small. In other words, the data do 
support the notion that increases in compensation decrease turnover. However, the effect 
is not large. With retention rates over 90%, an across-the-board increase in compensation 
is an inefficient way to raise retention even further. Doing so would raise pay for all 
teachers, most of whom would stay in the school district even without the pay raise. The 
more cost-effective approach would be to target a pay increase to teachers most likely to 
be “at risk” of leaving the school district. 
Induction Programs 
In their 1999 survey, Fideler and Haselkom (1999) found favorable retention rates 
among urban induction programs: 57% of reporting districts retained 90-100% of 
inductees, 12% retained 80-89%, and 5% retained 70-79% of inductees; the median 
retention rate was 93%, compared to national estimates of 77-90%. Studies 
demonstrating the benefits of induction programs for new teachers (e.g., Schaffer, 
Stringfield, & Wolffe ,1992; Stroot, & Folks (1999). Stroot and Folks (1999) reported 
that new teachers wanted assistance with instruction, managerial concerns, and emotional 
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support. Those who received induction support moved beyond basic management 
concerns to instructional needs, reported making better use of instructional time, 
improved classroom management, and had better communication with parents and 
colleagues. They also improved planning skills, handling class discussions, and 
preparing unit lesson plans (Stroot & Folks, 1999). Schaffer et al. (1992) found that 
first-year inductees made significant gains in the level of teaching skills and 
improvements in classroom organization and management skills, and second-year 
teachers made gains in teaching skills related to changes in more intellectually complex 
areas of teaching. 
Ingersoll and Kralik (2004) surveyed approximately 150 empirical studies of 
teacher induction and mentoring to determine their effects on teacher retention. They 
established three criteria for including studies for detailed review: studies should have 
quantitative data, evaluate induction effects and produce outcomes, and they should have 
comparisons with non-mentored teachers. With these filters in place, the results of the 
literature search were winnowed down to just ten studies, which, the authors conclude, do 
provide empirical support for the claim that assistance for new teachers, and in particular, 
mentoring programs have a positive effect on teachers and their retention. Also noted 
were two rather substantial weaknesses in the studies. First, they did not control for other 
factors that might have affected the outcomes, and second, the programs varied so much 
from site to site that general conclusions about induction and mentoring are not possible 
from any one study. 
Fuller (2003) and Charles A. Dana Center (2002) report on the Texas Beginning 
Teacher Support System (TxBESS), a statewide program to assist new teachers similar to 
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California’s Beginning Teacher Support and Assessment (BTSA) program. On their web 
site, Ed Fuller and the State Board for Educator Certification (SBEC) report that 89.2% 
of TxBESS teachers returned after one year, and 84.4% after two years, compared with 
80.8% and 75.4% for non-TxBESS teachers. The differences are statistically significant, 
and the comparison includes those who were retained in Texas public schools versus 
those who disappeared from the payroll, some of whom may have left the state but 
remained in teaching. While the effects were found across schools of all demographic 
types and for both certified and uncertified teachers, there was no control for variation in 
the programs across the state, some of which did not include mentoring. 
Youngs (2002) examined the Connecticut BEST program. The BEST program 
provides new teachers with mentoring and other support, including free in-service 
training courses relating to teaching methods and expertise. For their first year, new 
teachers work with mentors or other support members, one of which must be a BEST 
program trained supporter. This fits, at a minimum, Smith and Ingersoll’s (as cited in 
Youngs 2002) category of “induction plus collaboration.” Youngs found that, in the two 
districts he studied, attrition and migration were much lower than in non-treatment 
districts serving similar socioeconomic groups. In these districts, however, factors such 
as higher teacher salaries, strong instructional leadership among principals, and attention 




A review of the research literature in relation to the affect that job satisfaction, 
principal leadership, financial initiatives, and induction programs have on teacher 
retention is provided. Metro Atlanta and national analysis data proffer an empirical basis 
for the study. The information from the local and national levels to support the reason for 
the study are cited. 
CHAPTER III 
THEORETICAL FRAMEWORK 
The theoretical framework is descriptive of the examination utilized to explore the 
relationships between the selected independent variables (job satisfaction, principal 
leadership, financial initiatives, and induction programs) as they affect the dependent 
variable (teacher retention). Additional variables imposed upon the study are student 
socioeconomic status, teacher age, ethnicity, gender, teaching years, and grade level 
assignment. The assumption is that job satisfaction, principal leadership, financial 
initiatives, induction programs, socioeconomic status, teacher age, ethnicity, gender, 
experience, and grade level assignment influence teacher retention. The illustration 
(Figure 3) depicts the relationship of the variables in the study. Definitions of variables 
are presented and research hypotheses are stated. 
Definition of Variables 
Independent Variables 
Job Satisfaction — serves as an independent variable, functioning in such a 
capacity as to determine whether the variable significantly affects teacher retention. In 
this study, job satisfaction will be defined as a degree to which teachers are intrinsically 
or extrinsically satisfied with working in the educational field, in accordance with the 
summarized needs concepts of the Georgia P-16 Council Review, and will opt to 













Grade Level Assignment 
DEPENDENT VARIABLE 
Figure 3. Relationship Among the Variables 
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Principal Leadership — serves as an independent variable, functioning in such a 
capacity as to determine whether this variable significantly affects teacher attrition/ 
teacher retention. In this study, Principal leadership is defined as the methodology 
utilized by the Principal in hiring and supporting teachers. (Items 19-41) 
Financial Initiatives — refers to the district level financial teacher strategies 
utilized to recruit and retain teachers (salary increase, signing bonus, benefits 
package, post-graduate scholarships, stipends, and loan forgiveness). (Items 11-18) 
Induction Program — refers to a support mechanism for teachers, particularly 
neophyte teachers, but inclusive of prophyte teachers, that involves assigning them a 
mentor teacher at the local school level in the effort to facilitate teacher success. (Items 
1-10) 
Socioeconomic Status — refers to student low income level as determined by free 
or reduced lunch. (Item 59) 
Age — refers to the age of the neophyte or prophyte teacher employed by the 
school. (Item 60) 
Ethnicity — refers to the race of the neophyte or prophyte teacher employed by 
the school. (Item 61) 
Gender — Male or Female teacher. (Item 62) 
Teaching Years — The number of years a neophyte or prophyte teacher has 
taught. (Item 63) 
Grade Level Assignment — The teacher’s assigned instructional grade level at the 
school site. (Item 64) 
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Dependent Variable 
Teacher Retention — Teacher Retention serves as a dependent variable, 
functioning in such a capacity as to be analyzed according to how it is affected by the 
independent variables: (1) Induction Programs - mentoring; (2) Financial Initiatives; 
(3) Principal Leadership; (4) Job Satisfaction, and (5) demographic data. Teacher 
Retention, in this study, is defined as the teacher's willingness to remain in a given school 
system for the current year, with additional data indicating teacher willingness to remain 
in the same school system for the next year. (Items 52-53) 
Definition of the Terms 
Certification — This study recognizes and is only inclusive of certified teachers 
by the Georgia Professional Standards Commission, regardless of the level of the college 
degree obtained beyond Bachelor’s. 
Teacher — A certified classroom instructor with less than or greater than one year 
of classroom teaching experience. 
Urban School — An elementary public school located within the metro Atlanta 
school district of Georgia, in which there is a 90% or more African-American/ 
Hispanic/minority population and/or high poverty schools (Title I - in which 53% or 
more of the students receive ffee/reduced lunch). 
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Relationship Among the Variables 
Frederick Herzberg constructed a two-dimensional paradigm of factors that 
lucubrates upon Maslow’s hierarchy of needs theory. Herzberg’s motivation- 
maintenance theory seeks to identify motivational needs within the workplace. It is 
composed of two separate, independent factors (Owens, 2001): 
1. Motivation factors which can lead to job satisfaction 
2. Maintenance factors, which must be sufficiently present in order for 
motivational factors to come into play and when not sufficiently present can 
block motivation and can lead to job dissatisfaction 
Herzberg’s study consisted of a series of interviews of 200 middle management 
professionals at work in which they were asked to (Owens, 2001): 
1. Recall the circumstances in which they had, at specific times in the past, felt 
satisfied with their jobs 
2. Recall the circumstance in which they had, at specific times in the past, felt 
dissastified with their jobs 
The research results indicated that two separate themes existed between job satisfaction 
and dissatisfaction. The central theme of satisfiers (also called motivators) premise was 
the existing relationship between the employee and the job; whereas with dissatisfiers 
(also called hygiene or maintenance factors), the premise appeared to be related to the 
environment or context of the job. Five strong intrinsic factors of job satisfaction, as 
determined by the research, were achievement, recognition, work itself, responsibility, 
and advancement—associated with long term positive effects in the workplace. The 
strong extrinsic factors of job dissatisfaction were company policy, administrative 
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policies, supervision, salary, interpersonal relationships, and working conditions - 
associated with short term changes in job attitude and performance in the workplace. 
The theory suggests that it is not possible to motivate people to the point of job 
satisfaction through maintenance factors alone. Building upon Maslow, Herzberg posited 
that only the higher-order needs are truly motivating (the lower-order needs being 
conceptualized as maintenance factors). However, the maintenance factors are 
important, and certain levels must exist in order to avoid so much dissatisfaction that the 
motivators will not have the expected effect. 
The school organization is an intricate network of social systems. A social system 
refers to activities and interactions of group members brought together for a common 
purpose (Homans, 1950). Jacob Getzels and Egon Guba described the view of social 
systems as: involving two major classes of phenomena, which are at once conceptually 
independent and phenomenally interactive, consisting of institutions with certain roles 
and expectations that will fulfill the goals of the system, and inhabiting the system, are 
the individuals with certain personalities and need dispositions, whose interactions 
comprise what we generally call social behavior (Owens, 2001). With regard to the 
educational system, of which the purpose is to educate, people serve in various positions 
ranging from Superintendent to Curriculum Director to Principal to Teacher to support 
staff, etc. However, people functioning within the school organization do so based upon 
their interactive behavioral motives. These interactive behavioral motives can be further 
conceptualized as derivatives of institution, role, and expectations. These elements are 
referred to as nomothetic or normative aspects of activity in the school system. There are 
also individual, personality, and need dispositions, which are classified as idiographic, or 
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personal aspects of the social system. Thus, exists the empirical relationship between the 




Institution ► Role ► Role Expectation 
▲ 
Idiographic Dimension 
Figure 4: The Getzels-Guba Model 
Source: Owens, 2001 
With each distinct job assignment within the complex world of the educational 
system, there exist job duties and responsibilities—the nomethetic dimension. But each 
individual has his/her unique personality and needs—the idiographic dimension. Getzel 
explains this dimensional interaction with the equation, B=f(R X P). In the equation, B is 
the observed behavior, f is the function, R is the institutional role, and P is the subject’s 
personality. Organizational behavior thus becomes the product of the shaping of the 
institutional role, the development of the climate within the social system, and the very 
personality of the participants within the system. 
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These theories are applicable to teachers. There must exist some degree of 
satisfaction or a relationship in order to balance the nomethetic and idiographic 
dimensions of teachers, as individuals. This level of comfort is based upon intrinsic and 
extrinsic factors, unique to each person, but relative to all. Within a school exists a 
unique school culture and climate, climaxed by distinct leadership. These factors impact 
teacher expectations and job performance, as to affect job satisfaction; consequently, 
having a profound influence on a teacher’s desire to remain within the realm of 
education. 
Relatively building upon the Getzels-Guba model, as well as Herzberg’s theory, 
teacher retention can be explained in terms of the existing relationship between an 
educational organization’s “lifeworld” and “systemworld”, borrowed from the German 
philosopher and sociologist Jurgen Habermas, that describes two mutually exclusively 
yet ideally interdependent domains of all of society’s enterprises from the family to the 
complex formal organization (Sergiovanni, 2000). Culture, meaning, significance, 
values, beliefs, expression of needs, purpose, people’s desires, and deep satisfaction are 
lifeworld concepts; instrumentalities, management, policy, capital, and organizational 
structure are systemworld concepts (Sergiovanni, 2000). The interaction of the lifeworld 
and systemworld are designed to engage each other in a positive symbiotic relationship 
with equal value, and when this happens, the result is an educational system that helps 
school communities, inclusive of all stakeholders—achieve its goals and objectives. 
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Null Hypotheses 
The null hypotheses and stepwise multiple regression questions for the study 
investigating how the selected variables (job satisfaction, principal leadership, financial 
initiatives, and induction programs) affect the retention of neophyte and prophyte teachers. 
HOj : There is no significant relationship between job satisfaction and 
teacher retention. 
HO2: There is no significant relationship between principal leadership 
and teacher retention. 
HO3: There is no significant relationship between financial initiatives and 
teacher retention. 
HO4: There is no significant relationship between induction programs and 
teacher retention. 
HO5: There is no significant relationship between socioeconomic status 
and teacher retention. 
HOô: There is no significant relationship between teacher age and teacher 
retention. 
HO7: There is no significant relationship between teacher ethnicity and 
teacher retention. 
HOs: There is no significant relationship between teacher gender and teacher 
retention. 
HO9: There is no significant relationship between teacher experience and 
teacher retention. 
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HOio: There is no significant relationship between teacher grade level 
assignment and teacher retention. 
Scope and Limitations 
The limitations for this research study are as follows: 
1. The study was limited to 7 elementary schools, mainly with low income 
socioeconomic students, located in one large metropolitan school district, and 
may not be representative of all the schools or school districts within Georgia, 
and the nation at large. 
2. The study was limited to certified teachers only, as recognized by the Georgia 
Professional Standards Commission. 
3. The research study investigated the relationship between the independent 
variables (job satisfaction, principal leadership, financial initiatives, induction 
programs, socioeconomic status, teacher age, ethnicity, gender, experience, 
and grade level assignment) and their affect on teacher retention. 
4. There is a limited amount of research study that has investigated the 
relationship between the independent variables (job satisfaction, principal 
leadership, financial initiatives, and induction programs) that affect teacher 
retention. 
5. Job satisfaction is defined in terms of the Georgia P-16 Council smmarized 
needs and Herzberg’s motivation/maintenance factors, further measured by 
the survey question items (42-53). 
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6. The probability exists that other related factors may affect the retention of 
teachers within the metro Atlanta school system. 
7. Participants response indicated a high degree SES low income level, thus 
affecting data measurement. 
8. A questionnaire survey was used in this study. Furthermore, it is assumed 
that the respondents provided truthful answers to the survey, in the best 
interest of protecting the participants’ privacy. 
9. Questions (52 & 53) were used to determine whether or not teachers intended 
to reaffirm their contract for next year (2005-2006). 
Summary 
This chapter presented the theoretical framework utilized to investigate the 
differences between the selected independent variables (job satisfaction, principal 
leadership, financial initiatives, and induction programs) as they affect the dependent 
variable, (teacher retention) in the metro Atlanta school system, as further predicted by 
the variables (socioeconomic status, age, ethnicity, gender, teaching years, and grade 
level assignment). The assumption is that job satisfaction, principal leadership, financial 
initiatives, induction programs, socioeconomic status, teacher age, ethnicity, gender, 
experience, and grade level assignment influence teacher retention. Definitions of 
variables are presented and research hypotheses are stated. 
CHAPTER IV 
RESEARCH METHODS AND PROCEDURES 
This chapter describes and analyzes the methodology used in the investigation of 
how the selected variables (job satisfaction, principal leadership, financial initiatives, and 
induction programs) affect (teacher retention) in the metro Atlanta school system at the 
elementary level. Additionally, the relationships between socioeconomic status, teacher 
age, ethnicity, gender, teaching years, and grade level assignment will be examined in 
this study. This chapter discusses the research design, a description of the instrument, the 
data collection procedures, the statistical applications used to analyze the data, and a 
chapter summary. 
Design of the Study 
This study sought to examine the relationship between how the selected variables 
(job satisfaction, principal leadership, financial initiatives, and induction programs) affect 
teacher retention in the metro Atlanta school system at the elementary level. The metro 
Atlanta school system was chosen due to the researcher’s affiliation with the district. The 
researcher conducted a study investigation of teachers employed in the metro Atlanta 
school district for the 2004-2005 school year. This research is Ex-Post Facto in nature, 
referring to the quantitative design using the comparative approach. Studies that use the 
comparative approach compare groups based on a few levels of an attribute independent 
variable (Harmon & Morgan, 1999). The dependent variable in this study is in a state of 
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occurrence, and the study attempts to identify possible reasons for given actions. The 
design is further explained by virtue of the fact that the degree of “control” of the 
dependent variable is non-existent. The research study was descriptive in nature because 
it used descriptive statistics, such as averages, percentages, and frequency distributions 
that are not tested for statistical significance to delineate the variables (socioeconomic 
status, age, ethnicity, gender, teaching years, and grade level assignment) of the teachers 
in the study population. 
Description of the Sample 
The participants in this research study included only certified teachers, as 
recognized by the Georgia Standards Profession Commission, employed by the metro 
Atlanta school system for the 2004-2005 school year. The rationale for choosing 
participants was based on the fact that they all hold the job title of a certified elementary 
teacher (grades Pre-K to 5th) in the identified school system. A quantitative survey was 
distributed to 84 elementary schools within a metropolitan Atlanta school system. A total 
of seven elementary schools responded within the three weeks designated for the 
completion and collection of the survey material. The survey was completed by 190 
certified teachers. The researcher personally retrieved the surveys from the independent 
school sites. Written authorization was secured from the school district’s Research and 
Evaluation Department to conduct this study. All of the subjects participated voluntarily. 
Also, each participant was guaranteed anonymity and confidentiality. The demographic 
profile is depicted below in (Table 6). 
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Table 6 
Teacher Demographic Profile 
Teacher Demographic Profile 
Socioeconomic Status (SES) Frequency Percent Valid Percent Cumulative Percent 
Few 9 4.4 4.7 4.7 
Some 13 6.4 6.8 11.6 
Most 46 22.7 24.2 35.8 
All 122 60.1 64.2 100.0 
Total 190 93.6 100.0 
System 13 6.4 
Total 203 100.0 
Teacher Age Number of Respondents Percent 
18-24 i 4 .02 
25-29 45 .24 
30-34 40 .21 
35-39 29 .15 
40+ 72 .38 
Total 190 100% 
No Response 0 0 
Total 190 100% 
Teacher Ethnicity Number of Respondents Percent 
Black 131 .69 
Caucasian 44 .23 
Asian 11 .06 
Hispanic 1 .01 
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Table 6 (continued) 
Teacher Ethnicity Number of Respondents Percent 
Other 3 .01 
Total 190 100% 
No Response 0 0 
Total 190 100% 
Teacher Gender Number of Respondents Percent 
Male 15 .08 
Female 175 .92 
Total 190 100% 
No Response 0 0 
Total 190 100% 
Teaching Years Number of Respondents Percent 
0-3 23 .12 
4-7 57 .30 
8-15 58 .31 
16-25 30 .16 
26+ 22 .11 
Total 190 100% 
No Response 0 0 
Total 190 100% 
Teacher Grade Level Assignment Number of Respondents Percent 
Pre-K 12 .06 
K 27 .14 
T' 26 .14 
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Table 6 (continued) 
Teacher Grade Level Assignment Number of Respondents Percent 
2nd 30 .16 
3rd 35 .18 
4th 27 .14 
5th 33 .18 
Total 190 100% 
No Response 0 0 
Total 190 100% 
Description of the Instrument 
The teacher survey instrument (Appendix A) was designed to reflect the current 
review of literature articles analyzing assumptions made with regard to factors 
influencing teacher retention within the metro Atlanta elementary school settings. The 
survey used to collect the data for this research is inclusive of (1) U.S. Department of 
Education National Center for Education Statistics Teacher Questionnaire Schools and 
Staffing Survey (2003-2004), and (2) The Minnesota Satisfaction Questionnaire. The 
Minnesota Satisfaction Questionnaire was used in dissertation research by Gearl M. 
Collins, Jr. (1998), in which the purpose was to describe the job satisfaction of 
agricultural education teachers in secondary public school in Georgia and to identify 
factors that might influence these agricultural teachers to become dissatisfied with their 
current job and possibly leave their positions or the teaching profession. The survey 
instrument further incorporates components from evaluation surveys used in the school 
65 
system such as: The 1999-2000 Beginning Teacher Survey, The Georgia Leadership 
Evaluation Survey (GLEI), Profile for Assessment of Leadership (PAL), The Southern 
Association of Colleges and Schools (SACS) School Climate Survey, and the Georgia 
Teacher Evaluation Program (GTEP). The actual questionnaire was developed by the 
researcher. The statistics calculated for each variable were means, standard deviations, 
and frequencies. 
The instrument is composed of job satisfaction, principal leadership, financial 
initiatives, and induction program questions, as to examine the degree to which each 
affect teacher retention. In addition, demographic data (socioeconomic status, teacher 
age, ethnicity, experience, and grade level assignment) further moderates the study. The 
teacher induction/mentoring section of the questionnaire items are (1-10), financial 
initiatives items are (11-18), Principal leadership items are (19-41), job satisfaction items 
are (42-53), and demographic information items are (59-64). Responses were organized 
on a Likert scale. 
The instrument is to be voluntarily researched at 84 elementary school sites within 
the metro Atlanta school system. The study was restricted to certified teachers only, as 
recognized by the Georgia Professional Standards Commission. All information 
pertaining to the study is designed to protect the personal confidentiality of the 
participants with no punitive results should a participant elect not to engage in the study 
or withdraw, thereof. 
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Validity and Reliability of the Instrument 
The first section of the questionnaire was designed to assess perceptions toward 
the criterion-dependent variables using the Likert Scale. The Likert Scale was coded (5 - 
strongly agree), (4 - Agree), (3 - Uncertain), (2 - Disagree), (1 - Strongly Disagree). 
The second section of the questionnaire was designed to collect instructional moderator 
variable data (socioeconomic status) and demographic moderator variable data about the 
participant (teacher age, ethnicity, gender, teaching years, and grade level assignment). 
A Cronbach Alpha reliability analysis test was performed to determine the extent to 
which the items in the questionnaire were related to each other in measuring and 
assessing the concern with regard to neophyte and prophyte teacher retention in the metro 
Atlanta school district’s elementary settings. The reliability coefficient was calculated 
using version 10.0 of the Statistical Package for Social Sciences (SPSS). 
Data Collection Procedure 
The metro Atlanta school system Human Resource department’s teacher profile 
database from the AS400 mainframe computer was used to generate a listing of all 
neophyte and prophyte teachers currently employed by metro Atlanta school district for 
the (2004-2005) school year. With the consent of the system’s research department, Area 
Assistant Superintendents, and elementary Principals, the Principals were mailed prior to 
receiving the research survey. An information letter helped to explain the purpose of the 
research, request their support in the study, as well as provide explicit directions for 
having certified teaching staff complete and return the survey to the researcher. The 
researcher guaranteed that all participants would remain anonymous and responses were 
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kept confidential and not identifiable in the published document. By utilizing this 
method, the participants were made to feel more relaxed, thus enabling them to answer 
the questionnaire more truthfully and accurately. This contributes to increasing test 
reliability. Responses from the participants to the questionnaire were coded on a Likert 
Scale. The researcher was solely responsible for collecting and coding the completed 
surveys. 
Data Analysis 
Responses were computerized using the Statistical Package for Social Sciences 
(SPSS) and the data were analyzed to provide data in response to the hypotheses. A 
correlation matrix, inclusive of (Pearson r) was run to show the existence and strength of 
relationship among the variables. Each hypothesis was tested by the appropriate 
correlation relationships for the respective hypotheses. A factor analysis was conducted 
to determine the placement of teacher retention as it is related to the independent 
variables. A regression analysis was conducted to show the relative significance between 
job satisfaction, principal leadership, financial initiatives, induction programs, 
socioeconomic status, teacher age, ethnicity, gender, teaching years, and grade level 
assignment. Last, an analysis of variance (ANOVA) was conducted on select responses 
to show the mean scores for teacher retention as related to the independent variables. 
This statistical procedure made it possible to partition the variance in a distribution of 
scores according to separate sources of factors. 
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Delimitations 
The researcher could not exert control over several delimitations. The actual 
participants in the survey came from one school district in the metro Atlanta area. The 
metropolitan area is comprised on many school systems with different demographics. 
Additionally, only certified elementary teachers were allowed to complete the 
questionnaire; there was insufficient representation with regard to the majority of schools 
within the system, as is internally reflected in the demographic subgroups in the study. 
These included (1) teachers whose age range was 18-24, (2) teachers whose ethnicity was 
Caucasian, Asian, and Hispanic, and other, (3) male teachers, and (4) Pre-K teachers. 
Summary 
The research design utilized in the study was quantitative in nature. Eighty-four 
elementary schools were invited to participate in the study. A total of seven schools 
elected to participate in the survey, with regard to a three week time constraint, and 190 
certified instructors completed the teacher satisfaction research questionnaire. The 
researcher was solely responsible for the collection and coding of submitted 
questionnaires. The data obtained were kept confidential, coded, and analyzed according 
to responses given on a Likert Scale. The results of the questionnaire were statistically 
analyzed using the SPSS Statistical Package. The quantitative data analysis tools 
included the correlation coefficients (Pearson r), factor analysis, regression analysis with 
analysis of variance (ANOVA). Delimitations of the study are reported in the chapter. 
CHAPTER V 
ANALYSIS OF DATA 
The purpose of this study is to investigate the extent to which job satisfaction, 
principal leadership, financial initiatives, and teacher induction programs have on teacher 
retention at the elementary level. The independent variables for the study included job 
satisfaction, principal leadership, financial initiatives, teacher induction programs, 
socioeconomic status, teacher age, ethnicity, gender, experience, and grade level 
assignment. The dependent variable was teacher retention. 
Eighty-four elementary schools in the metro Atlanta school system were invited 
to participate in the research, but only seven schools responded, given the three week 
completion and collection time restraint. The data for the study were collected via 
questionnaire completed by 190 teachers in a metro Atlanta school system. Packaged 
questionnaires were collected personally from each of the seven sites. 
In this chapter, the data are analyzed in the order of the hypotheses. Findings of 
the data analyses are discussed and displayed in tabular format. References are made to 
findings reviewed in the literature as are relevant to the data as analyzed. A summary of 
the data analysis is included. 
Testing the Null Hypotheses 
The means for job satisfaction (3.7221), principal leadership (3.8785), financial 
initiatives (3.6145), and induction programs (3.5637), indicate that the average 
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respondent relatively agreed with the question substances of each component without 
significant difference. There was significant mean variation amongst demographic 
variables as determined by the results for socioeconomic status (4.4789), teacher age 
(3.55), ethnicity (1.38), gender (1.91), experience (2.86), and grade level assignment 
(4.19). The mean, standard deviation, and sample size results are depicted in the 
descriptive statistics table (Table 7). 
Table 7 
Descriptive Statistics - Independent Variables 
Descriptive Statistics 
Std. 
Mean Deviation N 
Mentor Support 3.5637 1.17505 190 
Financial Incentives 3.6145 .70866 190 
Principal Leadership 3.8785 .62967 190 
Job Satisfaction 3.7221 .58376 190 
SES 4.4789 .82107 190 
Teacher Age 3.55 1.291 190 
Teacher Race 1.38 .715 190 
Teacher Gender 1.91 .288 190 
Teacher Experience 2.86 1.189 190 
Teacher Grade Level 4.19 1.735 190 
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Pearson Correlation 
In order to test the hypotheses, a Pearson correlation analysis (Table 8) was 
conducted with teacher retention as the dependent variable, and with the following 
independent variables: job satisfaction, principal leadership, financial initiatives, 
induction programs, socioeconomic status, teacher age, ethnicity, gender, teaching years, 
and grade level assignment. The data are reported in a Correlation Matrix. The null 
hypotheses and stepwise multiple regression questions for the study investigated how the 
selected independent variables (job satisfaction, principal leadership, financial initiatives, 
induction programs, socioeconomic status, teacher age, ethnicity, gender, experience, and 
grade level assignment) affect the retention of neophyte and prophyte teachers. 
HOi : There is no significant relationship between job satisfaction and 
teacher retention. 
The results of the Pearson Correlation as shown in (Table 8) indicate that teacher 
retention is significantly related to job satisfaction. The Pearson correlation r coefficient 
value of .376 significant at the 0.000 level is less than the tested 0.05 significance level. 
The null hypothesis is rejected. 
HO2: There is no significant relationship between principal leadership and 
teacher retention. 
The results of the Pearson Correlation as shown in (Table 8) indicate that teacher 
retention is significantly related to principal leadership. The Pearson correlation r 
coefficient value of .303 significant at the 0.000 level is less than the tested 0.05 
significance level. The null hypothesis is rejected. 
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Table 8 
Pearson Correlations - Independent Variables 
Pearson Correlations - Independent Variables 
Job Satisfaction Pearson Correlation .376 
Sig. (2-tailed) .000 
N 190 
Principal Leadership Pearson Correlation .303 
Sig. (2-tailed) .000 
N 190 
Financial Initiatives Pearson Correlation .196 
Sig. (2-tailed) .007 
N 190 
Induction Programs Pearson Correlation .181 
Sig. (2-tailed) .013 
N 190 
Socioeconomic Status Pearson Correlation .119 
Sig. (2-tailed) .102 
N 190 
Teacher Age Pearson Correlation -.010 
Sig. (2-tailed) .889 
N 190 
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Table 8 (continued) 
Pearson Correlations - Independent Variables 
Teacher Ethnicity Pearson Correlation -.077 
Sig. (2-tailed) .293 
N 190 
Teacher Gender Pearson Correlation .083 
Sig. (2-tailed) .256 
N 190 
Teacher Experience Pearson Correlation -.062 
Sig. (2-tailed) .393 
N 190 
Teacher Grade Level Pearson Correlation -.083 
Sig. (2-tailed) .254 
N 190 
HO3: There is no significant relationship between financial initiatives 
and teacher retention. 
The results of the Pearson Correlation as shown in (Table 8) indicate that teacher 
retention is significantly related to financial incentives. The Pearson correlation r 
coefficient value of .196 significant at the 0.007 level is less than the tested 0.05 
significance level. The null hypothesis is rejected. 
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HO4: There is no significant relationship between teacher induction 
programs and teacher retention. 
The results of the Pearson Correlation as shown in (Table 8) indicate that teacher 
retention is significantly related to teacher induction programs (mentoring). The Pearson 
correlation r coefficient value of .181 significant at the 0.013 level is less than the tested 
0.05 significance level. The null hypothesis is rejected. 
HO5: There is no significant relationship between socioeconomic status 
and teacher retention. 
The results of the Pearson Correlation as shown in (Table 8) indicate that teacher 
retention is not significantly related to socioeconomic status. The Pearson correlation 
significant level of. 102 is greater than the tested 0.05 significance level. The null 
hypothesis is accepted. 
HOô: There is no significant relationship between teacher age and teacher 
retention. 
The results of the Pearson Correlation as shown in (Table 8) indicate that teacher 
retention is not significantly related to teacher age. The Pearson correlation significant 
level of .889 is greater than the tested 0.05 significance level. The null hypothesis is 
accepted. 
HO7: There is no significant relationship between teacher ethnicity and 
teacher retention. 
The results of the Pearson Correlation as shown in (Table 8) indicate that teacher 
retention is not significantly related to teacher ethnicity. The Pearson correlation 
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significant level of .293 is greater than the tested 0.05 significance level. The null 
hypothesis is accepted. 
HOg: There is no significant relationship between teacher gender and 
teacher retention. 
The results of the Pearson Correlation as shown in (Table 8) indicate that teacher 
retention is not significantly related to teacher gender. The Pearson correlation 
significant level of .256 is greater than the tested 0.05 significance level. The null 
hypothesis is accepted. 
HO9: There is no significant relationship between teacher experience and 
teacher retention. 
The results of the Pearson Correlation as shown in (Table 8) indicate that teacher 
retention is not significantly related to teacher experience. The Pearson correlation 
significant level of .393 is greater than the tested 0.05 significance level. The null 
hypothesis is accepted. 
HO10: There is no significant relationship between teacher grade level and 
teacher retention. 
The results of the Pearson Correlation as shown in (Table 8) indicate that teacher 
retention is not significantly related to teacher grade level assignment. The Pearson 
correlation significant level of .254 is greater than the tested 0.05 significance level. 
The null hypothesis is accepted. 
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Factor Analysis 
A factor analysis (Table 9) was conducted in the study to determine whether 
commonality existed between variables when interacting simultaneously. The factor 
analysis indicates: 
1. Factor I is loaded with the variables principal leadership (coefficient = .811), 
job satisfaction (coefficient = .771), induction programs (coefficient = .619), 
and financial initiatives (coefficient = .603). It is posited that principal 
leadership, job satisfaction, financial initiatives, and induction programs are 
significantly inter-correlated, and as a group, are independent of the other 
factors when interacting simultaneously. 
2. Factor II is loaded with the variables teacher age (coefficient = .920), and 
teacher experience (coefficient = .909). It is posited that teacher age and 
teacher experience are inter-correlated, and as a group, are independent of the 
other factors when interacting simultaneously. 
3. Factor III variables are not significantly inter-correlated, so as to exhibit a 
common bond, independent of the other factors when interacting 
simultaneously. 
4. Factor IV variables are not significantly inter-correlated, so as to exhibit a 
common bond, independent of the other factors when interacting 
simultaneously. 
5. Factor V variables are not significantly inter-correlated, so as to exhibit a 




Factor Analysis - Independent Variables 
Component 
1 2 3 4 5 
Principal Leadership .811 -9.220E-02 -4.960E-02 -7.282E-02 -7.937E-02 
Job Satisfaction .771 .159 -.140 -7.437E-02 3.595E-02 
Induction Programs .619 -.213 .228 3.006E-02 -.176 





Teacher Retention .583 6.568E-02 -.128 .436 1.833E-02 
Teacher Age -6.579E-02 .920 -3.134E-03 2.689E-02 -9.699E-04 
Teacher Experience -6.238E-02 .909 -4.187E-02 -5.338E-02 -5.712E-02 
Teacher Gender -6.552E-02 7.353E-02 -.744 .170 3.040E-02 
Socioeconomic Status (SES) -5.752E-02 -9.985E-02 .142 .787 .114 
Teacher Race -.138 5.248E-02 .107 -2.168E-02 .761 
Teacher Grade Level -.127 .158 .401 -.156 -.577 
Extraction Method: Principal Component Analysis 
Rotation Method: Varimax with Kaiser Normalization 
a. Rotation converged in 6 interactions 
Multiple Regression 
In a Multiple Regression the dependent Teacher Retention will be explained by the 
following variables —Job Satisfaction, Principal Leadership, Financial Initiatives, Induction 
Programs, Socioeconomic Status, Teacher Age, Teacher Ethnicity, Teacher Gender, Teacher 
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Years, and Teacher Grade Level Assignment. The results indicate that Job Satisfaction and 
Socioeconomic Status explain the variation of teacher retention. 
The results of the regression analysis (Table 10) indicate that the Job Satisfaction 
(beta = .400), and Socioeconomic status (beta = .175) explain teacher retention 
significantly (at .05 level). The F ratio 18.954 is significant at p=0.000 < 0.05 level 
indicating job satisfaction and socioeconomic status contribute significantly to the 
variance on teacher retention. The adjusted R Square is 0.161 indicating a possible 
inverse relationship that may exist with the remaining variance of 84%, explaining that 
socioeconomic status contributes to teacher attrition and the remaining 16% choose to 
continue teaching due to the posited Herzberg theory that suggests that socioeconomic 
status may serve as an intrinsic motivator whereby teachers are challenged to successfully 
educate low income students (the higher the level of SES students, the greater the degree 
of job satisfaction). Conclusively, teachers working in schools with a high ratio of low 
income students, can coexist with teacher retention as long as teachers believe they have 
the required level of job satisfaction. The statistical analyses of the data indicated: 
1. There is a significant relationship between job satisfaction and teacher 
retention. This suggests that there is correlation with teachers who extend their 
contracts the next year and those teachers that have job satisfaction. 
2. There is a significant relationship between principal leadership and teacher 
retention. This suggests that there is correlation with teachers who extend their 




Multiple Regression, Coefficients, andANOVA for Predictors 
Model Summary 
R Adjusted Std. Error of R Square 
Model R Square R Square the Estimate Change 
1 374a .140 .135 .88572 .140 
2 ,412b .170 .161 .87246 .030 
a. Predictors: (Constant), Job Satisfaction 




Model B Std. Error Beta Std. Error t Sig. 
1 (Constant) 1.842 .421 4.372 .000 
Job Satisfaction .615 .112 .374 .068 5.503 .000 
2 (Constant) .780 .584 1.336 .183 
Job Satisfaction .657 .111 .400 .068 5.904 .000 
SES .203 .078 .175 .068 2.587 .010 
Dependent Variable: Teacher Retention 
ANOVA0 
Sum of Mean 
Model Squares df Square F Sig. 








Residual 145.915 186 .784 
Total 169.676 187 
2 Regression 28.855 2 14.427 18.954 .000b 
Residual 140.821 185 .761 
Total 169.676 187 
a. Predictors: (Constant), Job Satisfaction 
b. Predictors: (Constant), Job Satisfaction, SES 
c. Dependent Variable: Teacher Retention 
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3. There is a significant relationship between financial incentives and teacher 
retention. This suggests that there is correlation with teachers who extend their 
contracts the next year and those teachers that receive financial incentives. 
4. There is a significant relationship between mentor support and teacher 
retention. This suggests that there is correlation with teachers who extend their 
contracts the next year and those teachers that receive mentoring support. 
5. There is no significant relationship between socioeconomic status and teacher 
retention. This suggests that there is no significant correlation with teachers 
who extend their contracts the next year and socioeconomic status. 
6. There is no significant relationship between teacher age and teacher retention. 
This suggests that there is no significant correlation with teachers who extend 
their contracts the next year and teacher age. 
7. There is no significant relationship between teacher ethnicity and teacher 
retention. This suggests that there is no significant correlation with teachers 
who extend their contracts the next year and teacher ethnicity. 
8. There is no significant relationship between teacher gender and teacher 
retention. This suggests that there is no significant correlation with teachers 
who extend their contracts the next year and teacher gender. 
9. There is no significant relationship between teacher experience and teacher 
retention. This suggests that there is no significant correlation with teachers 
who extend their contracts the next year and teacher experience. 
10. There is no significant relationship between teacher grade level assignment 
and teacher retention. This suggests that there is no significant correlation 
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with teachers who extend their contracts the next year and teacher grade level 
assignment. 
11. The results of the regression analysis indicate that the job satisfaction and 
socioeconomic status contribute significantly to the variance on teacher 
retention. 
Summary of Results 
This chapter presented analyzed data obtained from the survey instrument 
developed for this study. The investigation surveyed elementary teachers employed in a 
metro Atlanta school district. Pearson ^correlations, factor analysis, and a regression 
analysis with ANOVA statistical tools were used to compute data. Also presented in the 
chapter are the statistical relationships and significance between the affect of job 
satisfaction, principal leadership, financial initiatives, and induction programs on teacher 
retention. Based on results obtained from methods used to answer the research questions, 
research null hypotheses, and determine which independent variables were predictors of 
the dependent variable, decisions were made to accept or reject the null hypotheses. 
Acceptance was based on the .05 level of significance. 
In Chapter VI, the research findings, conclusions, implications, and 
recommendations are presented. 
CHAPTER VI 
FINDINGS, CONCLUSION, IMPLICATIONS, AND RECOMMENDATIONS 
The purpose of this study is to investigate the extent to which job satisfaction, 
principal leadership, financial initiatives, and teacher induction programs have on teacher 
retention at the elementary level. Teachers were asked to indicate their level of 
agreement or disagreement using a Likert scale ranging from strongly disagree to 
strongly agree to a series of questions administered in the form of a survey seeking their 
perception of job satisfaction, principal leadership, financial initiatives, and induction 
programs. The study was also designed to investigate whether the variables 
socioeconomic status, teacher age, ethnicity, gender, years teaching, and grade level 
assignment, in conjunction with the independent variables, were active predictors of 
teacher retention at the elementary school level in the metro Atlanta school district. To 
test the extent to which job satisfaction, principal leadership, financial initiatives, and 
induction programs have on the retention of teachers in elementary metro Atlanta public 
schools, the following null hypotheses were formulated: 
HOj: There is no significant relationship between teacher job satisfaction and 
teacher retention. 




HO3: There is no significant relationship between financial initiatives and 
teacher retention. 
HO4: There is no significant relationship between induction programs and 
teacher retention. 
HO5: There is no significant relationship between socioeconomic status and 
teacher retention. 
H(V. There is no significant relationship between teacher age and teacher 
retention. 
HO7: There is no significant relationship between teacher ethnicity and 
teacher retention. 
HOg: There is no significant relationship between teacher gender and teacher 
retention. 
HO9: There is no significant relationship between teacher experience and 
teacher retention. 
HO10: There is no significant relationship between teacher grade level 
assignment and teacher retention. 
A Pearson rcorrelation analysis was conducted with teacher retention as the 
dependent variable. A Factor analysis was used to determine if there were any variables 
with which teacher retention are associated. An Analysis of Variance (ANOVA) was 
used to determine the differences between the independent variables (job satisfaction, 
principal leadership, financial initiatives, and induction programs) and how they affect 
the dependent variable, teacher retention in this study. A Stepwise Multiple Regression 
was used to determine which of the independent variables (job satisfaction, principal 
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leadership, financial initiatives, induction programs, socioeconomic status, teacher age, 
ethnicity, gender, experience, and grade level assignment) acted as overall indicator of 
teacher retention. 
The demographic variables were socioeconomic status, teacher age, ethnicity, 
gender, teaching years, and grade level assignment. A level of significance of 0.05 was 
used to ascertain whether to accept or reject the null hypotheses. 
Findings 
The Pearson correlation findings as they relate to the null hypotheses are: 
Null Hypothesis 1 was rejected. There is a significant relationship between job 
satisfaction and teacher retention, suggesting that there is correlation with teachers who 
extend their contracts the next year and those teachers that have job satisfaction. 
Null Hypothesis 2 was rejected. There is a significant relationship between 
principal leadership and teacher retention, suggesting that there is correlation with 
teachers who extend their contracts the next year and those teachers that have premier 
principal leadership. 
Null Hypothesis 3 was rejected. There is a significant relationship between 
financial initiatives and teacher retention, suggesting that there is correlation with 
teachers who extend their contracts the next year and those teachers that receive 
progressive financial initiatives. 
Null Hypothesis 4 was rejected. There is a significant relationship between 
induction programs and teacher retention, suggesting that there is correlation with 
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teachers who extend their contracts the next year and those teachers that receive 
mentoring support. 
Null Hypothesis 5 was accepted. There is a no significant relationship between 
socioeconomic status and teacher retention, suggesting that there is no significant 
correlation with teachers who extend their contracts the next year and student 
socioeconomic status. 
Null Hypothesis 6 was accepted. There is a no significant relationship between 
teacher age and teacher retention, suggesting that there is no significant correlation with 
teachers who extend their contracts the next year and teacher age. 
Null Hypothesis 7 was accepted. There is a no significant relationship teacher 
ethnicity and teacher retention, suggesting that there is no significant correlation with 
teachers who extend their contracts the next year and teacher ethnicity. 
Null Hypothesis 8 was accepted. There is a no significant relationship between 
teacher gender and teacher retention, suggesting that there is no significant correlation 
with teachers who extend their contracts the next year and teacher gender. 
Null Hypothesis 9 was accepted. There is a no significant relationship between 
teacher experience and teacher retention, suggesting that there is no significant 
correlation with teachers who extend their contracts the next year and teacher experience. 
Null Hypothesis 10 was accepted. There is a no significant relationship between 
teacher grade level assignment and teacher retention, suggesting that there is no 
significant correlation with teachers who extend their contracts the next year and teacher 
grade level assignment. 
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The factor analysis results as they relate to the null hypothesis are: 
1. Principal leadership, job satisfaction, financial initiatives, induction programs, 
and teacher retention are highly inter-correlated and loaded in factor one. 
Teacher age and experience are highly inter-correlated and loaded in factor 
two. 
2. There is no significant bonding between teacher gender, race, grade level 
assignment, and socioeconomic status when interacting simultaneously. 
The result of the regression analysis as it relates to the null hypothesis is: 
1. There is a significant relationship between job satisfaction, socioeconomic 
status and teacher retention when interacting together. 
When tested independently simultaneously, SES and Job Satisfaction bond to impact 
teacher retention. Pragmatic research suggests that when the student clientele consists of 
a high percentage of low socioeconomic students, then teacher satisfaction tends to 
decrease—an inverse relationship. However this study yields opposite findings. The No 
Child Left Behind Act of 2001 mandates that each classroom have a high quality teacher 
by the year 2006. Even more, one of the main pieces of this legislation is 
“accountability,” as related to closing the achievement gap. Job satisfaction is defined in 
this study according to Georgia’s P-16 Council summarized needs and is further 
explicated by Maslow’s Hierachy of Needs and Herzberg’s Motivation theories. Survey 
items (42-53) focus on the definition of job satisfaction, as is related to the study, so that 
the results are relevant. It may be proffered that teachers are becoming more intrinsically 
challenged and motivated to ensure that low socioeconomic students maximize 
achievement and the learning gap is closed, in spite of certain student financial 
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conditions. This research suggests that a positive relationship does coexist with teachers 
who extend their contracts the next year and those teachers that have job satisfaction, and 
a high number of students that are on free and reduced lunch. 
Conclusion 
The nation’s public school system is handicapped by an increasing demand for 
qualified teachers (Abrahams & Curran, 2000). Within the first five years, an estimated 
one-third to one-half of all new teachers exit the profession. Approximately 40% of new 
teachers resign during the first two years of teaching (Hope, 1999). For years (1999- 
2004), the state of Georgia’s retention rate was (91.23%) and the metro Atlanta had a 
lower retention rate (83.74%); thus promoting a concern for identifying cause(s) and 
correction. Regardless, the No Child Left Behind Act of 2001 mandates that each school 
classroom will have a highly qualified teacher by the year 2006. For states and school 
districts interested in addressing issues of teacher supply and demand, a comprehensive 
strategy of recruitment and retention is far more effective than haphazard, piecemeal 
initiatives that address one aspect or another of teacher supply or quality (Abrahams & 
Curran, 2000). 
The results of the Pearson r correlation test (Table 8) revealed that there were 
several strong correlations between the independent variables (job satisfaction, principal 
leadership, financial initiatives, and induction programs) and the dependent variable 
(teacher retention). The strongest positive correlation existed between job satisfaction 
and teacher retention, with a Pearson correlation r coefficient value of .376 significant at 
the 0.000 level - less than the tested significance level of 0.05. Principal leadership was 
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next, with a correlation of .303, followed by financial initiatives at .196, and last, .181 for 
teacher induction programs. And as indicated in the Pearson r correlation test (Table 8), 
teacher retention is not significantly related to (socioeconomic status, teacher age, 
ethnicity, gender, experience, or grade level assignment), as the Pearson correlation 
significance levels are greater than the tested 0.05 significance level. 
The factor analysis indicated that principal leadership, job satisfaction, induction 
programs, financial initiatives, and teacher retention, are inter-related, and as a group, are 
independent of the other factors when interacting simultaneously. 
The results of the regression analysis indicate that job satisfaction (beta = .400), 
and socioeconomic status (beta = .175) explain teacher retention significantly (at .05 
level). The results of the one-way analysis of variance (ANOVA) used to test the null 
hypotheses confirmed the results from the Pearson r correlation test that there is a 
significant difference in teacher retention and the independent variables used in the 
study. The results of the step-wise multiple regression test conducted to determine the 
order of the contribution of the various independent variables on teacher retention and to 
determine the amount of the variances contributed further confirmed the analysis of the 
Pearson r correlation and ANOVA statistical tests. The conclusive order of impact on 
teacher retention was job satisfaction, principal leadership, financial initiatives, and 
teacher induction programs. 
Implications 
The purpose of this study was to investigate the extent to which job satisfaction, 
principal leadership, financial initiatives, and induction programs have on the retention of 
elementary teachers in a metro Atlanta school system. This research also sought to 
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determine whether socioeconomic status, teacher age, ethnicity, gender, teaching years, 
and grade level assignment, affected the dependent variable. In this study, the researcher 
defined a teacher as a certified classroom instructor with less than or greater than one 
year of classroom teaching experience in an urban elementary setting within the metro 
Atlanta school district. 
The following implications can be drawn from the findings and conclusions of 
the study: 
1. The district and individual schools would benefit from understanding the need 
dispositions of teachers as relates to motivators and satisfiers. Maintaining a 
healthy balance between culture, values, beliefs, and organization policy and 
procedure will positively impact teacher retention. 
2. The district would benefit from providing administrative leadership with the 
proper training as relates to employee selection, hiring and professional 
development, to help promote teacher success, thus positively affecting 
teacher retention. 
3. The district would benefit from working collaboratively with state and federal 
authorities in the effort to provide teachers with the best possible financial 
initiatives and incentives. 
4. The district and local school would benefit from providing a thorough 
orientation and implementation of teacher induction programs, that are 
aligned with federal, state, and district level guidelines and promote 
awareness of state standards. 
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The results of the research indicate several ways to improve teacher retention in 
the metro Atlanta school district. Job satisfaction and principal leadership deserve extra 
attention as relates to increasing teacher retention. The ultimate derivative of 
implementing positive corrective measures, as noted in this study, is progressive student 
achievement—the purpose of education. 
Recommendations 
According to the past U.S. Secretary of Education Richard W. Riley, schools and 
students have changed significantly in recent years, but teachers are still at the heart of 
instruction (Sullivan, 1999). With a new federal mandate (No Child Left Behind Act of 
2001) that all classrooms have “highly qualified” teachers by 2006, policy-makers are 
shifting their focus from simply broadening the pool of people who enter teaching to 
figuring out ways to keep those who do (Mezzacappa, 2003). Based on the findings of 
this study, the following recommendations are made: 
1. Adopt policies that encourage and include teachers in site-based decision 
making. Empower teachers with greater influence with regard to school 
policymaking as well as greater teacher autonomy in the classroom. 
2. Conduct specialized decentralized hiring training with Principals and other 
site-based administrative leadership to ensure that the “best hiring practices” 
are being utilized, promoting the identification of the teacher whose attitude, 
aptitude, and willingness to commit to educating students in the particular 
setting match the school culture and climate. 
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3. Increase salaries for all teachers, develop pay scales, and offer bonuses for 
teachers who commit to working in urban school settings. Inform neophyte 
and prophyte teachers of additional stipends available for educational 
instructional opportunities. 
4. Collaborate with local, state, and federal agencies, as well as public/private 
corporations to offer financial incentives, such as student loan forgiveness and 
continuous free graduate educational experiences for teachers who commit to 
educating students in urban school settings. 
5. Encourage or require universities to develop and implement teacher education 
programs (with an emphasis on modeling challenging situations) that focus on 
providing potential teachers, as well as graduate teachers, the specific skills 
and knowledge necessary to succeed in challenging urban schools, 
particularly with low socioeconomic status demographics. 
6. Create high-quality induction programs for neophyte teachers, and continue 
with prophyte teachers within the school setting. Continue programs in the 
form of administrative leadership assignment, staff development, and on the 
basis of individual request/need. 
The research suggests that if policymakers and education leaders do not 
understand the nature of the teacher shortage, the solutions that they develop will be 
ineffective in addressing the teacher retention problem and may even create new 
problems in their wake (Voke, 2002). To ensure that all students are taught by high 
quality teachers, policymakers and education leaders in every state will need to carefully 
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examine the complex factors that both challenge and support the recruitment and 
retention of the teaching workforce. 
Summary 
The findings and conclusions of this study were explicated in this chapter. This 
study revealed that job satisfaction, principal leadership, financial initiatives, and 
induction programs have an impact upon teacher retention, particularly in urban 
elementary school settings. The implications and recommendations were based upon the 
research findings. Teacher retention is a positive study as determined from this research. 
The recommendations are made in the attempt to enhance educational policies and 
further research related to teacher retention. 
APPENDIX 
Teacher Satisfaction Survey 
The purpose of this survey is to gather data from current teachers to determine teacher 
satisfaction with various organizational, financial, and other support initiatives to 
facilitate their well-being. This data will be used to develop ways to improve teacher 
satisfaction in urban school elementary settings. 
DIRECTIONS: The data you provide will be used as a basis for statistical methods in a 
research course at Clark-Atlanta University. Please answer all items as honestly as 
possible, with the assurance that your responses will remain anonymous. There are no 
right or wrong answers. Provide only one response per item. 
Note: Your participation in this survey is voluntary. 
Please answer all questions based upon your current work site and experience. 
Provide only one response per item. 
My instructional mentor/teacher 
support specialist: 
Strongly 
Disagree Disagree Uncertain Agree 
Strongly 
Agree 
1. Was assigned to me upon being 
hired. 
2. Helped me become acclimated to 
the school. 
3. Was very knowledgeable of the 
school curriculum. 
4. Was instrumental in helping me 
acquire needed materials and 
resources. 
5. Provided me with helpful 
knowledge to improve my 
classroom instructional skills. 
6. Provided me with helpful 
knowledge to improve my 




7. Provided me with helpful 
knowledge to improve my home/ 
school/parent relation skills. 
Strongly 
Disagree Disagree Uncertain Agree 
Strongly 
Agree 
8. Encouraged me to become an active 
member of a committee(s). 
9. Made suggestions to me in a manner 
that did not lessen my self-esteem. 
10. Is/was a positive role model. 
Regarding financial initiatives: 
11. The salary schedule was a major 
factor in my consideration for 
employment. 
PLEASE ANSWER ALL QUESTIONS BASED UPON YOUR CURRENT WORK SITE AND EXPERIENCE. 
PROVIDE ONLY ONE RESPONSE PER ITEM. 
12. The school district benefits package 
was a major factor in my 
employment consideration. 
Strongly 
Disagree Disagree Uncertain Agree 
Strongly 
Agree 
13. I anticipate an annual raise. 
14. I anticipate continuing my education 
to obtain a higher degree for the 
purpose of salary increase. 
15. During recruiting, I was informed of 
additional school work programs 
that could afford me additional 
stipend(s). 
16. I have had an opportunity to work 
additional programs at my site for a 
stipend. 
17. A signing bonus option would 
encourage me to commit to a 
contract for a minimum of three 
years. 
18. A student loan forgiveness would 
encourage me to commit to a 




During your interview, the Principal: 
19. Asked you to briefly give a profile 
on yourself. 
20. Discussed your level of classroom 
instructional skills. 
21. Discussed your level of classroom 
management skills. 
22. Discussed your level of human 
relation skills. 
23. Discussed teacher performance 
standards/requirements. 
24. Discussed professional staff 
development training. 
25. Discussed curriculum and 
instructional resources. 
26. Discussed teacher 
duties/responsibilities. 
27. Discussed teacher extracurricular 
programs offered at the school. 
28. Discussed extra school programs, 
with additional stipend pay. 
29. Allowed you to be interviewed by a 
Vice-Principal or Department 
Chairperson or other Teacher(s) 
30. Asked you to discuss your 
short/long term goals. 
31. Allowed you to tour the facility so 
that you could better decide as to 
whether the school teaching 
environment was suitable for you. 
32. Helped acclimate me to the school. 
PLEASE ANSWER ALL QUESTIONS BASED UPON YOUR CURRENT WORK SITE AND EXPERIENCE. 
PROVIDE ONLY ONE RESPONSE PER ITEM. 
Upon being hired, the Principal: 
Strongly 
Disagree Disagree Uncertain Agree 
Strongly 
Agree 
33. Afforded me the opportunity to 
become involved on a school 
committee(s). 
34. Afforded me the opportunity to 




35. Afforded me the opportunity to 
attend meaningful staff development 
programs, both on and off campus. 
Strongly 
Disagree Disagree Uncertain Agree 
Strongly 
Agree 
36. Ensured that my teaching 
assignment was appropriate to my 
certification field. 
37. Ensured that I had an adequate and 
appropriate teaching area. 
38. Ensured that I had appropriate 
instructional resources and 
materials. 
39. Conducted informal and formal 
classroom observations. 
40. Observed my class and provided 
meaningful instructional feedback 
to improve my teaching. 
41. Provided appropriate administrative 
support in school-related 
instructional areas. 
Regarding Job Satisfaction, 
To what extent do you Agree or 
Disagree that: 
42. You are satisfied with your salary. 
43. You are satisfied with the school 
district’s benefits package. 
44. Your interviewing process allowed 
you to make a highly prudent 
decision regarding employment at 
this school. 
45. School personnel are very 
professional. 
46. The school facility provides a safe, 
comfortable working environment. 
47. You enjoy teaching your present 
grade level. 
48. Classroom instructional time is 
highly valued and uninterrupted. 
49. Appropriate computers and other 




50. You were able to participate in site- 
based shared decision making 
processes relative to student 
achievement. 
Strongly 
Disagree Disagree Uncertain Agree 
Strongly 
Agree 
51. You were satisfied with professional 
development trainings. 
52. You will renew your contract for 
next year. 
53. You want to remain a teacher at this 
site for next year. 
In this section use the following scale: 
1= None; 2 = Few; 3 = Some; 4 = Most; 5 = All 
How many students were sent to the office or counselor 
because: 1 2 3 4 5 
54. Omit 





59. Are on free or reduced lunch. 
DEMOGRAPHIC INFORMATION 
Place an (X) beside the most appropriate answer. Provide only one response per 
item. 
60. What is your age? 
(1) 18-24 (2) 25-29 (3) 30-34 (4) 35-39 (5) 40+ 
61. What is your ethnic background? 
(1) Black (2) Caucasian (3) Asian (4) Hispanic (5) Other 
62. What is your gender? 
(1) Male (2) Female 
63. How many years have you worked in the field of education as a teacher? 
0) 0-3 (2)4-7 (3)8-15 (4) 16-25 (5) 26+ 
64. Your current teaching level is: 
nd (6)4m |(7)5 (1) Pre-K (2) K (3) Is1 (4)2' (3) 3 
65. Omit 
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